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ABSTRACT 
ORGANISATIONAL IDENTITY AND LEGITIMACY DYNAMICS DURING A STRATEGIC 
CHANGE PROCESS: A CASE STUDY AT A SOUTH AFRICAN BUSINESS SCHOOL 

 

The current study set out to track a strategic change process via a “real-time” processual 

approach to uncover the underlying identity and legitimacy processes and practices that 

constitute strategic change within an organisational context. Both identity and legitimacy 

have been viewed mainly from an essentialist ontology, theorizing these constructs as 

fixed, permanent features. The current study departed from such an ontology, and instead 

viewed them from a process-practice ontology. From this ontological view, the 

conceptualization of identity work and legitimacy-in-process is more generative, interactive 

and dynamic. The aim was to contribute to organisational practice and theory through a 

notion of individual and group action that recognizes context and takes into account flux 

and temporality. The study subscribed to a dwelling worldview orientation, which provided 

for a focus on the more subtle and dynamic aspects of identity and legitimacy, taking into 

account their temporal and fluxing nature.   

 
The study followed a longitudinal inductive approach and was based on a single 

explanatory case study, with a focus on faculty staff members as “change recipients” who 

were crucial in constructing and performing identity and legitimacy work during a strategic 

change process. Data was collected via real-time diaries, non-participant observations, 

structured interviews and documentation. The emergent data was used to develop a 

process model of how individuals interpreted a strategic change process. Four key 

outcomes formed the basis of the emerging model and reflected a dynamic and holistic 

view of the underlying processes and practices affecting change. These took the form of 

an emerging identity within a fluxing context, key tacit elements that enabled the change 

process in the form of phronetic leadership and communities-of-practice, and various 

prospective and reflective sensemaking and sensegiving imperatives. Lastly, a significant 

theme that was present throughout the process involved ‘iterative action and adjustment’, 

which showed a learning-through-doing element associated with strategic action. In 

addition to these central findings, the current study proposes that one needs to uphold a 

pluralistic view of the world. The final conceptual model incorporated an adapted version of 
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Popper’s three world’s theory, to visualize a nested system, connecting the micro-practices 

to the macro environment. The findings of the current study depicted the intersection 

between practices and processes and their combinatory static and dynamic nature, 

reconceptualizing how agency, action and practice interrelate.  

 

The intended main contribution of the current study is to present a more dynamic account 

of processes and practices embedded within change processes through a processual, 

temporal view of identity and legitimacy. Through conceiving both identity and legitimacy-

as-process, the study adopted a more oblique approach towards these concepts, as 

opposed to seeing them as static features, thus exposing the more tacit elements of 

strategy. The findings of the study contribute towards a deepened understanding of the 

dynamics that occur within strategic change processes and offer an alternative framework 

for understanding identity and legitimacy dynamics, exposing the  evolving identity and 

legitimacy elements embedded in the practices and processes of everyday activities. The 

findings suggest that strategising constitutes not only planned and intentional action, but 

also dynamic and emerging actions, involving instinct, adjustment and phronetic action. 

The final process model that is proffered, may guide future research that aims to 

understand the more subtle and dynamic aspects of a strategic change process and the 

underlying processes and practices that affect strategic change. Understanding how 

individuals respond, adapt, and cope during processes of strategic change, provides 

potentially useful insight into how strategic change is enabled or constrained, which could 

have future implications on how change processes are designed or implemented.  

 

Key terms: strategic change, identity work, legitimacy-in-process, business school faculty, 

SAP, process ontology, dwelling worldview perspective 
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OPSOMMING 
DINAMIKA VAN ORGANISASIE-IDENTITEIT EN -LEGITIMITEIT TYDENS ôN PROSES 
VAN STRATEGIESE VERANDERING: ôN GEVALLESTUDIE BY ôN SUID-AFRIKAANSE 
SAKESKOOL  

In hierdie studie is ŉ proses van strategiese verandering deur middel van ŉ intydse  

prosessuele benadering gevolg om te bepaal watter prosesse en praktyke onderliggend 

tot identiteit en legitimiteit, deel vorm van strategiese verandering in ŉ organisasie-

konteks. Voorheen is sowel identiteit as legitimiteit hoofsaaklik beskou vanuit ŉ 

essensialistiese ontologie wat hierdie konsepte as vaste, permanente kenmerke hanteer  

het. Die huidige studie het van sodanige ontologie afgewyk en het identiteit en legitimiteit  

eerder vanuit ŉ proses-praktyk-ontologie beskou. Volgens hierdie ontologiese beskouing 

was die konseptualisering van identiteitswerk en legitimiteit-in-proses meer generatief, 

interaktief en dinamies. Die doel was om tot organisasiepraktyk en -teorie by te dra deur ŉ 

begrip van individuele en groephandeling wat konteks erken, en veranderlikheid en 

temporalieë in ag neem. ŉ Nadenkende wêreldbeskouing-oriëntasie is in hierdie studie 

gevolg, wat voorsiening maak vir ŉ fokus op die meer subtiele en dinamiese aspekte van 

identiteit en legitimiteit, met inagneming van die temporele en veranderlike aard daarvan.      

 
Die studie het ŉ longitudinale, induktiewe benadering gevolg en is op ŉ enkele toeligtende 

gevallestudie gegrond, met ŉ fokus op fakulteitspersoneellede as ontvangers van 

veranderinge; hulle was deurslaggewend in die opstel en uitvoering van identiteit- en 

legitimiteitwerk tydens ŉ proses van strategiese verandering. Data is ingesamel deur 

middel van intydse dagboeke, waarnemings van niedeelnemers, gestruktureerde 

onderhoude en dokumentering. Die data wat opgelewer is, is gebruik om ŉ prosesmodel te 

ontwikkel van hoe individue ŉ proses van strategiese verandering interpreteer. Vier 

sleuteluitkomste het die basis van die ontluikende model gevorm en het ŉ dinamiese en 

holistiese beskouing van die onderliggende prosesse en praktyke wat verandering 

beïnvloed, weerspieël. Dit het die vorm aangeneem van ŉ ontluikende identiteit in ŉ 

veranderende konteks, beslissende onuitgesproke elemente wat die proses van 

verandering in die vorm van praktiese leierskap en praktykgemeenskappe moontlik maak, 

en verskeie verwagte en reflekterende imperatiewe wat sin maak en betekenis gee. 

Laastens, ŉ belangrike tema wat deur die hele proses opgemerk is behels herhalende 
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handeling en aanpassing, wat ŉ element van leer-deur-te-doen wat met strategiese 

handeling geassosieer word, insluit. Buiten hierdie sentrale bevindinge, stel die studie voor 

dat ŉ mens ŉ pluralistiese beskouing van die wêreld moet hê. Die finale konseptuele 

model het ŉ aangepaste weergawe van  Popper se drie-wêrelde-teorie geïnkorporeer om 

ŉ genestelde stelsel te visualiseer waarvolgens mikropraktyke met die makro-omgewing 

verbind word. Die bevindinge van hierdie studie beeld die kruispunt tussen praktyke en 

prosesse en hul kombinatoriese statiese en dinamiese aard uit deur te herkonseptualiseer 

hoe werksaamheid, handeling en praktyk onderling verband hou.  

 

Die beoogde hoofbydrae van die huidige studie is om ŉ meer dinamiese weergawe te gee 

van prosesse en praktyke wat in veranderingsprosesse vasgelê is, deur ŉ prosessuele, 

temporele beskouing van identiteit en legitimiteit. Deur beide identiteit en legitimiteit-as-

proses te konsipieer, het die studie ŉ meer indirekte benadering tot hierdie konsepte 

gevolg – teenoor een waar dit as statiese kenmerke gesien word en die meer 

onuitgesproke elemente van strategie dus blootgelê word.  Die bevindinge van die studie 

dra by tot ŉ meer diepgaande begrip van die dinamika wat in prosesse van strategiese 

verandering voorkom, en bied ŉ alternatiewe raamwerk waarvolgens identiteit- en 

legitimiteit-dinamika verstaan kan word. Sodoende word die ontwikkelende elemente van 

identiteit en legitimiteit wat in die praktyke en prosesse van daaglikse aktiwiteite ingebed 

is, blootgelê. Die bevindinge gee te kenne dat strategisering nie alleen beplande en 

intensionele handeling behels nie, maar ook dinamiese en ontluikende handelinge wat 

instink, aanpassing en praktiese handeling insluit. Die finale prosesmodel wat aangebied 

word, kan rigting gee vir toekomstige navorsing wat ten doel het om die meer subtiele en 

dinamiese aspekte van ŉ strategieseveranderingsproses en die onderliggende prosesse 

en praktyke wat strategiese verandering beïnvloed, te verstaan. Begrip van hoe  individue 

reageer, aanpas en staande bly gedurende prosesse van strategiese verandering, kan 

potensieel nuttige insig gee oor hoe strategiese verandering aangehelp of beperk word, en 

dit kan in die toekoms implikasies hê vir hoe veranderingsprosesse ontwerp of 

geïmplementeer word.  

 

Sleutelterme: strategiese verandering, identiteitwerk, legitimiteit-in-proses, 

sakeskoolfakulteit, SAP, prosesontologie, nadenkende-wêreldbeskouing-perspektief  
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NGAMAFUPHI 
 

ISITHOMBE SENHLANGANO KANYE NEZINGUQUKO EZISEMTHETHWENI 
NGESIKHATHI SOHLELO LWAMASU EZINGUQUKO: UCWANINGOLOTHO 
OLWENZIWE KWISIKOLE SEZEBHIZINISI SASENINGIZIMU AFRIKA  

(ORGANISATIONAL IDENTITY AND LEGITIMACY DYNAMICS DURING A STRATEGIC 
CHANGE PROCESS: A CASE STUDY AT A SOUTH AFRICAN BUSINESS SCHOOL) 

 

Ucwaningo lwamanje luhlose ukulandela umkhondo wohlelo lwamasu ezinguquko 

ngokusebenzisa indlela ebizwa nge-real-time processual approach ukuveza isithombe 

esifihlekile kanye nezinhlelo ezimayelana nokugunyazwa ngokomthetho kanye 

nezingqubo lezo ezakha amasu ezinguquko kwisizinda senhlangano.. Esikhathini esedlule 

zombili lezi zinhlaka isithombe kanye nesimo somthetho ziye zabonwa  ngokwendlela ye-

essentialist ontology leyo ndlela ethathwa ngilezi zindlela zokwakha njengezimpawu 

ezimile, izimpawu ezihlala unomphela. Ucwaningo lwamanje lusuke kuleyo ontholoji kanti 

kunalokho yabona isithombe kanye nesimo segunya lomthetho kwihlelo lwe process-

practice ontology. Ukusukela kulo mbono we-ontholoji, ukwakhiwa komqondo wegama 

elimayelana nomsebenzi wesithombe kanye nohlelo lwe-legitimacy-in-process belugxile 

kakhulu kwindlela yokwakha, yokuhlangana kanye nendlela yezinguquko. Inhloso kwaye 

kukufaka igalelo kwingqubo yenhlangano kanye nethiyori ngombono womuntu ngamunye 

kanye nesenzo seqembu leso esiye sahlonipha isimo futhi sabeka engqondweni  udaba 

olumayelana nobuningi kanye nesikhathi. Ucwaningo. Ucwaningo luye lwalandela imfundo 

emayelana nendlela yombono womhlaba, okuyindlela enikeza ithuba lokuthi kugxilwe 

kwizinto ezinzima kanye nalezo eziguquguqukayo ezimayelana nesithombe kanye 

nokugunyazwa ngokomthetho, kubhekwe udaba lesikhathi kanye nokugeleza ngobuningi..    

 
Ucwaningo luye lwalandela indlela ebizwa nge-longitudinal inductive approach kanti 

lwasuselwa phezu kwesibonelo esisodwa esichazayo, kanti ucwaningo belugxile 

kubasebenzi bomkhakha njengabamukeli boshintsho abadlale indima esemqoka 

ekwakhiweni kanye nasekwenziweni komsebenzi wokwakha isithombe kanye 

nokugunyazwa ngokomthetho ngesikhathi  sohlelo lwamasu okuguquka. Idatha yaqoqwa 

ngokusebenzisa amadayari ohlelo lwe-real-time, abantu abasebenza ukubheka 
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abangabandakanyeki kucwaningo, izinhlolovo ezihleliwe (structured interview) kanye 

nokufakwa embhalweni. Idatha evelayo yasetjenziswa ukwakha imodeli yohlelo yendlela 

abantu bahlaziya ngayo uhlelo lwamasu ezinguquko. Imiphumela emine esemqoka iye 

yakha isisekelo semodeli ekhulayo kanti iveze umbono oguqukayo nombono wonke 

wezinhlelo nezingqubo ezikhona ezinomthelela kwinguquko. Lokhu kuye kwalandela 

indlela yesithombe esivelayo kwisimo sobuningi, kwisimo sezinhlaka ezisemqoka ezi 

ezingaqondile eziye zasiza uhlelo lwezinguquko ngendlela yokukhombisa i-phronetic 

leadership kanye nohlelo lwecommunities-of-practice, kanye nezinhlaka ezahlukahlukene 

zakusasa kanye nezinhlaka ezakha incazelo ngokubheka emuva kanye nezinhlaka 

ezenza ingqondo. Okokugcina, indikimba esemqoka eyayikhona ohlelweni lonke 

ibandakanye isenzo esibuyekezayo nenguquko, okuyisenzo esikhombise uhlelo lonke 

lokufunda ngokwenza izenzo ezihlobene nesenzo samasu. . Ukwengeza kulo lwazi 

olubalulekile olutholakele, ucwaningo lwamanje luhlose ukuthi umuntu udinga 

ukuphakamisa indlela umhlaba obona ngayo izinto. Imodeli yokugcina yomqondo wegama 

iye yamukela inhlobo eguquliwe yethiyori kaiPopper yezindlela ezintathu zokubona 

umhlaba ukwakha ngengqondo ikusasa lohlelo , oluthintene nezingqubo ezincane 

ezihlobene nesizinda esikhulu. Ulwazi lwamanje olutholakele luveza ukuhlangana phakathi 

kwezingqubo kanye nezinhlelo kanye nesimo simile nesiguqukayo, esakha kabusha 

indlela i-ejensi, isenzo kanye nengqubo kuhlobana ngayo.  

 

Igalelo elisemqoka elihlosiwe locwaningo lwamanje ukwethula indaba yezinguquko zohlelo 

kanye nezingqubo ezequkethwe wuhlelo lwezinguquko  ngohlelo, ngombono wesikhathi 

ngesithombe kanye nokugunyazwa komthetho.. Ngokulandela kokubili isithombe kanye 

nohlelo lwegunya lomthetho legitimacy-as-process, ucwaningo lwamukele indlela 

engacacile mayelana nemiqondo yamagama, njengoba kuphambene nokuyibona 

njengezimpawu ezimile ndawonye, ngakho-ke ziveza izinto zamasu ezingaqondile 

kakhulu. Ulwazi olutholakele locwaningo lune nomthelela ojulile ekuzwisiseni 

kwezinguquko ezenzeka kwizinhlelo zamasu  futhi zinikeza esinye isakhiwo sokuzwisisa 

isithombe sobunjalo kanye nezinhlaka zomthetho, ziveza ubunjalo besithombe kanye 

nezinhlaka ziqukethwe kwizingqubonakwizinhlelo zemisebenzi yansuku zonke. Ulwazi 

olutholakele luphakamisa ukuthi uhlelo lwamasu aludali kuphela isenzo esihlelwe 

ngaphambili nesinenhloso, kodwa sidala izenzo ezinezinguquko nezisavelayo, lokhu 
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kuxuba phakathi umuzwa, isenzo sokushintsha kanye nesenzo esibizwa yi- phronetic. 

Uhlelo lwemodeli lokugcina lolo olulethwayo lungahlahla indlela yocwaningo lwakusasa 

oluqonde ukuzwisisa izinto ezinzima kanye nezinto ezimayelana nezinguquko zohlelo 

lwamasu ezinguquko kanye nezinhlelo ezikhona kanye nezingqubo lezo ezithinta amasu 

ezinguquko.. Ukuzwisisa indlela abantu baphendula ngayo, balandela ngayo futhi 

bahambisana ngayo namasu ezinguquko kunikeza ulwazi lwangaphakathi mayelana 

nokuthi amasu ezinguquko asizwa kanjani noma aphazanyiswa kanjani, okungaba 

nomthelela esikhathini esizayo mayelana nangendlela izinhlelo zamasu ezinguquko 

zidalwa ngayo noma zisetshenziswa ngayo.  

 

Amagama asemqoka: isu lezinguquko, umsebenzi omayelana nokwehlukanisa/nobunjalo 

besithombe, uhlelo lwezokumthetho, umkhakha wesikole sezebhizinisi, i-SAP, uhlelo lwe-

ontholoji, umqondo omayelana nendlela yokubona umhlaba 
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CHAPTER 1: RESEARCH ORIENTATION 

 

1.1 INTRODUCTION 

“The river is not an object but an ever-changing flow; the sun is not a thing, but a flaming 

fire. Everything in nature is a matter of process, of activity, of change.” (Rescher, 1996:10) 

 

The “real world of organisations has been transformed” (Burgelman, Floyd, Laamanen, 

Mantere, Vaara & Whittington, 2018:1), and modern organisations are faced with an 

increasingly complex, interconnected and globalized world. Ongoing and unending change 

processes have become a part of organisational life (Van de Ven & Sun, 2011), requiring 

organisations to continuously adapt and cope within an ever-changing environment. 

Change processes are characterized by high levels of ambiguity and uncertainty and 

responding to these changes requires a dynamic approach with a broad set of skills and 

coping mechanisms (Chia & Holt, 2009).  Consequently, there have been calls for more 

dynamic and holistic approaches in assessing and understanding strategic change 

processes, and the complex environments in which they operate (Gioia, Nag & Corley, 

2012; Langley, Smallman, Tsoukas & Van de Ven, 2013; Chia, 2014; Tsoukas, 2017, 

Burgelman et al; 2018).  

 

Crucial to the survival and sustainability of organisations is their legitimacy and identity, 

especially when going through processes of strategic change (Kostova & Zaheer, 1999; 

Nag, Corley & Gioia, 2007; He & Baruch, 2010; Farrugia & Lane, 2013). Whilst vast 

studies have focused on issues of identity and legitimacy, research has mostly focused on 

the more static features associated with these constructs, and predominantly  from an 

essentialist ontology. Far less research has revealed the dynamic and subtle nature of 

identity and legitimacy processes. The current study aims to uncover the underlying 

processes and practices of a strategic change process, through conceiving both identity 

and legitimacy-as-process, and as “temporally evolving phenomena” (Langley et al; 

2013:3). Subsequently, a processual-contextual longitudinal approach was followed 

(Pettigrew, 1987), and combined with a Strategy-as-Practice (SAP) lens, the study aimed 
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to capture the dynamics that underlie strategic change, acknowledging the unfolding and 

inherent nature of change which often involves surprising and complex processes that 

individuals and organisations are involved in.  

 

The current study is situated within the higher education (HE) context, focusing on a single 

business school setting that underwent a strategic change process. Business schools 

function within “hyper-turbulent” and highly competitive environments (Rafferty & Griffin, 

2008; British Council, 2012; Institute for Public Policy Research (IPP), 2013), providing an 

ideal context within which to study aspects of strategy, change and identity-legitimacy 

dynamics. The aim of the current study was to provide a compelling identity-legitimacy 

story by investigating how individuals interpreted a strategic change process, considering 

a more dynamic approach regarding central components of strategic change. 

 

The aim of Chapter 1 is to provide an overview of the current study and to provide an 

understanding of the choice and rationale for the chosen topic. Accordingly, the chapter 

begins with the background and motivation for the study and presents the problem and 

purpose statement of the research. The chapter then presents the research questions that 

framed and guided the study. The next section provides an introduction to the research 

paradigm and design and discusses their appropriateness for the current study. The 

chapter concludes with a description of the academic value and contribution of the current 

study, followed by the delimitations and ethical considerations central to the research 

process that was followed.  

 

1.2 BACKGROUND 

Higher education institutions (HEIs) are experiencing change at an unprecedented rate 

(Frick & Kapp, 2009), setting the present era apart from previous periods of change with 

regard to its scale and complexity (Dowling-Hetherington, 2014:1). Business schools in 

particular, face a plethora of challenges and multidimensional changes (Peters, 2014). The 

current situation facing business schools has been described as a “tipping point” in their 

evolution (Thomas & Cornuel, 2012; Thomas, Lorange & Sheth, 2013; Hommel & Thomas, 

2014) as both the identity and legitimacy of business schools worldwide have come under 

criticism in recent years, with widespread debate of the relationship and relevance of 
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business schools to the modern university and society (Thomas et al; 2013; Alajoutsijärvi, 

Juusola & Siltaoja, 2015; Lejeune, Schultz & Vas, 2015). Consequently, business schools 

face major changes and transformation in their strategic conduct, as well as in their 

business models and educational paradigms (Hommel & Thomas, 2014). In the centre of 

all these changes, are the faculty staff members who need to cope, interpret, and make 

sense of all these changes, in addition to dealing with their day-to-day work activities. 

Given that business schools are also managed and influenced strongly by business 

principles (Deem & Johnson, 2000); they remain highly relevant institutions to study from a 

strategy perspective. In addition, business schools present an ideal context to study 

identity and legitimacy dynamics given the precarious situation in which they find 

themselves.  

 

Change processes affecting business schools worldwide take place within a continuously 

“fluxing world” (Chia, 2014). Organisations in general have been described as places of 

imminent flux and continuous change (Tsoukas & Chia, 2002; Langley et al; 2013), and 

there is a growing awareness that theories of strategic change need to include more 

process-orientated approaches, taking into account elements of flux and temporality 

(Kunisch, Bartunek, Mueller & Huy, 2017; Burgelman et al; 2018). Most studies on 

strategic change are based on general linear models with a dominant top-down view of 

strategy in terms of deliberate and intentional actions (Whittington, 2006; Chia & Holt, 

2009; Anderson & Meyer, 2017). In the traditional strategic way of seeing, the analogy 

often used when referring to strategic action is one of navigation where established maps 

and models, and deliberate planning makes up the core strategic activities (Chia & Holt, 

2009).  

 

Business school contexts contain highly paradoxical elements, especially when referring to 

issues of identity and legitimacy, which often lead to unwanted consequences, ambiguity 

and uncertainty (Alajoutsijӓrvi et al; 2015). Faculty staff members are required to cope and 

respond to paradox and ambiguity, which require a broader set of skills than just deliberate 

forethought and planning, and involve holistic thinking and intuition, and practicing 

strategic flexibility (Shoemaker, 2008). In addition, strategic change processes affect major 

elements of the organisation, such as structure, identity and/or strategy and are 
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characterized as complex and multifacted (Kunisch et al; 2017). Subsequently, there have 

been calls for alternative approaches in understanding strategic changes processes, that 

take into account  the more dynamic and subtle nature of change processes (MacKay & 

Chia, 2013; Balogun, Bartunek & Do, 2015; Ocasio, Laamanen & Vaara, 2018, Burgelman 

et al; 2018). 

 

The current study specifically draws from the Heideggerian perspective, and identifies two 

different modes of engaging with the world strategically: the building and dwelling 

worldview (Chia & Holt, 2006; 2009). In line with Heidegger’s view, the current study 

argues that a navigational view is one-sided and proposes a broader focus that takes into 

account the more tacit elements of strategising. Subsequently, a dwelling worldview 

orientation was adopted in order to capture the richness and quality of lived experiences 

that are often missed when looked at from a navigational point of view (Chia & Holt, 2009). 

Within a dwelling worldview perspective, social practices are given primacy and a 

relational ontology of individuation is presumed (Chia & Holt, 2006; Chia & MacKay, 2007). 

While both the building and dwelling modes of explanation can be utilized to explain the 

actual practice of strategising, the dwelling mode provides different explanatory outcomes, 

focusing on the tacit forms of strategy-making and practical knowing (Chia & Rashce, 

2015). When referring to the dwelling worldview, Chia and Rasche (2015) state that most 

of what makes up an actual process of evolving a coherent strategy, consists of everyday 

coping actions, which are not captured from a building worldview perspective.  Chia and 

Rasche (2015:54) argue that a redirection in SAP research is needed to place attention on 

the “subtle manoueuvres” associated with strategising, as opposed to the declared explicit 

activities. By doing so, one is able to focus on the pressing immediate concerns that 

threaten the survival, growth and development of organisations (Chia & Rasche, 2015). 

There has not been adequate attention given by SAP scholars on the tacit forms of 

strategising practices, and scholars are only beginning to explore this alternative 

epistemology, and the possiblities of a dwelling worldview within the SAP framework (e.g. 

Bruskin, 2019; Bojovic, Sabatier & Coblence 2020). 

 

Improving the quality and relevance of management education has become a priority for 

business schools across the world (Bruner & Iannarelli, 2011; Beehler & Luethge, 2013).  
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Similarly, South African business schools have gone through extensive curriculum 

changes and re-accreditation processes in recent years to meet market demands, and in 

response to national developments linked to the restructuring of the countries National 

Qualifications Framework (NQF), and the promulgation of the revised Higher Education 

Quality Sub-Framework (HEQSF) in 2013. A restructuring of the NQF levels from eight 

levels to ten levels, required all registered and accredited South African universities, 

including business schools, to realign their existing qualifications. Within the backdrop of 

these changes, business schools began redesigning their Master’s level programmes. The 

scope and aim of the current study was to track the process concerning the curriculum and 

module development process of a Master’s of Business Leadership (MBL) qualification, 

following the accreditation of the revised degree structure. The unique organisational 

context chosen for the study was the Graduate School of Business Leadership (SBL), a 

business school situated within one of South Africa’s largest open-distance learning (ODL) 

universities, the University of South Africa (UNISA). The aim of the current study was to 

track this strategic change process within a single business school faculty unit, focusing on 

faculty staff members in non-managerial roles, over a two-year period (2016-2018).   

 

The next section discusses the key constructs of the current study, highlighting the key 

theoretical gaps that were of interest. 

 

1.2.1 Strategic change processes 

 

As mentioned in Section 1.2, the current study responded to several calls for more holistic 

and dynamic approaches in assessing and understanding strategic change processes 

(Gioia et al; 2012; Mantere, Schildt & Sillince, 2012; Langley, et al; 2013; Chia, 2014; 

Tsoukas, 2017, Burgelman et al; 2018; Müller & Kunisch, 2018). Consequently, the study 

does not focus on any specific prescriptive change models, but views organisational 

change as a dynamic ongoing process, conveyed by the term "organisational becoming" 

(Tsoukas & Chia, 2002; Chia & Holt, 2009). Hence, the study examined a strategic change 

process, not as a particular state or outcome, but rather focused on how social order was 

brought about continuously within people’s actions (Suddaby, Bitektine & Haack, 2017). 

The study views strategy as a “social practice” present in the day-to-day activities of 
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organisational members (Mantere, 2005:157). Van de Ven, Polley, Garud and Venkatram 

(1999) argue that given the increasing pace of change and complexity of operations within 

organisations, there is a need to recognize change as an “ongoing dynamic journey”, as 

opposed to a discreet event shifting from one state to the next frozen state in order to 

capture the unfolding nature of change.  

 

A contextual-processual approach was adopted, and the study attempted to “unravel and 

make sense of the micro-processes and practices that compose strategic change” (Dutton, 

Ashford, O’Neill & Lawrence, 2001: 732). A processual and dynamic view was particularly 

useful for studying the dynamics of a strategic change process and draws on theorizing 

that incorporates temporal developments involving practices and processes and considers 

these as elements of explanation and understanding (Langley et al; 2013). 

 

1.2.2 Organisational identity and legitimacy 

 

Although both identity and legitimacy have been researched extensively, there remains a 

gap in systematically and empirically examining the dynamic and more subtle nature of 

internal identity and legitimacy dynamics. In particular, little attention has been given to 

internal processes such as organisational identity dynamics simultaneously with 

organisational legitimacy dynamics and its importance for organisational effectiveness 

(Clegg, Rhodes & Kornberger, 2007; Brown & Toyoki, 2013). The proposed study aimed to 

address a theoretical gap by conceiving both identity and legitimacy-as-process. Through 

a processual, temporal view of identity and legitimacy, the study viewed these constructs 

as more unstable and always in “becoming” (Clegg et al; 2007, Schultz & Hernes, 2013).  

 

1.2.3 Methodological, conceptual and ontological lenses 

 

The study positions itself within three main literature sources: SAP literature (combined 

with a strong-process ontology), sensemaking literature, and literature on strategic change 

processes. The SAP perspective was adopted as the methodological and ontological lens 

and sensemaking as the conceptual lens that guided the study.  

 



7 
 

Through adopting the SAP perspective, the study took on a “sociological eye” (Whittington, 

2007:1575) and investigated how activities and practices “are embedded in broader 

societal and macro-institutional context” (Vaara & Whittington, 2012:286). From this 

perspective, the essence of strategy lies in the micro-practices of strategising, and it is the 

ability to adapt, in practice, to continuous change that is the basis for competitive 

advantage (Johnson, Langley, Melin & Whittington, 2007). Through a process-ontology, 

the study was able to incorporate temporal elements over time (Kouamé & Langley, 2018), 

investigating the agency of individuals and their interpretations of change over time. Lastly, 

sensemaking plays a central role in processes of strategic change in organisations (Gioia 

& Chittipeddi, 1991; Gioia, Thomas, Clark & Chittipeddi, 1994; Gioia & Thomas, 1996). 

Weick (1993) asserts that sensemaking activities are particularly crucial in dynamic and 

turbulent contexts, as there is a need to create and maintain a coherent understanding that 

sustains relationships and enables collective action (Weick, 1993). The current study 

aimed to enrich the sensemaking perspective through both retrospective and prospective 

accounts of sensemaking, from the perspective of faculty staff members who were at the 

centre of the strategic change process. These lenses were appropriate in exploring various 

facets of a strategic change process and consequently providing a more dynamic and 

holistic explanation of how processes and practices intersect during strategic change.    

 

By incorporating a combinatory theoretical framework, the study was able to explore the 

“how” of strategy and the activities, practices and processes that underlie strategic action 

(Kouamé & Langley, 2018:2). The study adopted a dwelling mode of engagement which 

allowed for an approach that identified issues of local adaptations and identified practices 

involving intuition and everyday practical coping mechanisms (Chia & Holt, 2009). By 

adopting this approach, the study considers the “intrinsically durational character of 

strategy emergence in practice” and perceives strategic action as dynamic and evolving 

(Chia & Holt, 2009:163-164). The aim of the study was to bring to the fore the agency of 

organisational groups and individuals, addressing both structure and action (Bartunek 

1984; Pettigrew, 1985).  
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1.2.4 Strategy practitioners  

 

Strategic management studies have primarily focused on the top and senior management 

levels within organisations, and how these levels interpret or implement change 

(Jarzabkowski, 2003; He & Baruch, 2010; Golsorkhi, Rouleau, Seidl & Vaara, 2015). While 

the SAP framework has opened up the research arena to include practitioners outside of 

managerial positions, most of the studies within this framework still largely focus on 

individuals in senior levels, such as middle managers and top-level managers (e.g. 

Jarzabkowski, 2003; He & Baruch, 2010; Spee & Jarzabkowski, 2017; Mirabeau, Maguire 

& Hardy, 2017). Likewise, strategic change research traditionally privileges the actions of 

managers in top-level positions and their influence on strategy formulation or 

implementation (Sonenschein & Dholokia, 2012). The current study responded to the call 

by Kunisch et al. (2017) for more research focusing on multiple actors who lead strategic 

change or are involved in it. While important research has been conducted within 

managerial perspectives, most notably on the middle management perspective (e.g. 

Balogun, 2003; Fauré & Rouleau, 2011; Davis, Allen & Dibrell, 2012; Balogun & Rouleau, 

2017), these studies focus on managerial leaders as the dominant decision-makers and 

change agents while overlooking the crucial role of organisational members outside of 

management positions. 

 

A gap exists in understanding how individual responses shape organisational responses to 

change (George & Jones 2001; Vakola, Tsaousis & Nikolaou, 2004). Strategising implies 

engagement with lower-level managers and non-managerial employees (Floyd & 

Wooldridge, 1994) who are responsible for shaping the way initiatives develop and are 

implemented (Balogun & Johnson, 2005:159). The interpretation and response to strategic 

change processes take place at all levels; and fundamental to the success of the change 

process, is the acceptance of the change by employees (Barnard & Stoll, 2010). 

Individuals outside of managerial positions need to be considered, as opposed to only 

those actors who are considered as “leaders and champions” (Powell & Colyvas, 2011), 

and how strategic plans are translated, influenced and consumed by these actors, in their 

day-to-day practices that create strategy and change. In addition, agency has mostly been 

assigned a “privileged, heroic status” where the deliberate doings of individuals determine 
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the success or failure of organisations (MacKay & Chia, 2013:208). The current study’s 

principal focus was on faculty staff members in non-managerial roles and their responses 

toward a strategic change process within an evolving organisational context.  

 

1.3  RESEARCH PROBLEM 

As pointed out in Section 1.2, a knowledge gap exists in understanding the more subtle 

and dynamics aspects of identity and legitimacy bringing to the surface the tacit elements 

of strategy within an evolving organisational context. South African business schools, in 

particular, face changes that are complex and dynamic. However, very little is known 

about how faculty staff members outside of managerial roles, respond to strategic change 

processes, taking into account strategic issues of identity and legitimacy. Understanding 

how individuals make sense of change, and adapt or cope during processes of strategic 

change, provides potentially useful insight into how strategic change is enabled or 

constrained, which could have future implications on how change processes are designed 

or implemented. No research could be found that conceived both identity and legitimacy 

“as-process” from a dwelling worldview epistemological approach, within a South Africa 

Business School context. 

 

 1.4 PURPOSE STATEMENT 

The purpose of the current study was to explore legitimacy and identity dynamics within a 

single internal business school setting, uncovering the underlying processes and practices 

that make up a strategic change process. The aim was to provide a dynamic and holistic 

view of a strategic change process, and to create a compelling identity-legitimacy story of 

how individuals make sense of a strategic change process. 

 

1.4.1 Main research question 

 

The current study took on a processual-contextual approach (Pettigrew, 2003) to 

investigating identity and legitimacy dynamics during a strategic change process. 

Consequently, a number of temporal process questions framed the study and aided in 

answering the central research question:  
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The temporal process questions guiding the study were both descriptive and prescriptive 

in nature (Van de Ven & Sminia, 2012) and are listed below. 

 

1.4.2 Temporal process questions guiding the study 

 

Research question 1: How do individuals, as change recipients, make sense of a 

planned strategic change process? 

Research question 2: How do individuals make sense of organisational identity and 

legitimacy dynamics during processes of change?  

Research question 3: Which processes and practices enable or hinder strategic change 

processes as they unfold?  

Research question 4: What role does materiality fulfil in the sensemaking and 

sensegiving processes of individuals during a strategic change process? 

Research question 5: How do multiple processes and practices interplay in 

organisational identity and legitimacy dynamics during a strategic change process? 
 

1.5 ACADEMIC VALUE AND CONTRIBUTION OF THE STUDY 

The current study took a novel approach towards understanding strategic change by 

adopting a dynamic contextual-processual and temporal approach in exploring identity and 

legitimacy dynamics during a strategic change process. The aim was to understand the 

“embeddedness” of strategic change (Caldwell, 2006:62) and to develop a richer and more 

textured understanding of strategic change (Kunisch et al; 2017), taking into account “the 

nuanced, complex and multifaceted nature of strategy” (Mirabeau et al; 2017:583).  

 

By adopting a “strong-process” ontology in combination with a practice perspective, the 

study responded to various calls for a combinatory approach, contributing to the current 

How do individuals interpret and make sense of a strategic change process, in 

terms of organisational identity and legitimacy dynamics? 
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and emerging dialogue on strategy process and practices, and their intersections 

(Mirabeau et al; 2017; Kouamè & Langley, 2018; Burgelman et al; 2018).  

 

Through subscribing to the dwelling worldview orientation, the current study provides an 

alternative epistemological grounding to the mainstream SAP research (Chia & Rasche, 

2015:44), focusing on the relatively unexplored aspects of “phronesis” and “métis” 

(Nonaka & Toyama, 2007; Chia & Holt, 2009). Within this approach, the more tacit 

elements are brought to the surface, as this type of knowledge is “acquired through the 

immersion and internalizing of embedded social practices” (Chia & Rasche, 2015:49).  

 

The current study set out to expand the body of knowledge on strategy practice, change 

and issues of identity and legitimacy associated with strategic change processes. The 

study makes an original contribution by focussing on faculty staff members outside of a 

managerial role, and their responses to strategic change processes within a South African 

Business School context. 

 

Lastly, the study contributes by proffering a dynamic process model that illustrates both 

static and dynamic facets of a strategic change process, from the perspective of faculty 

staff members within a single business school faculty unit. This process model, which is 

presented in Chapter 6, may possibly guide future research aimed at understanding the 

more subtle and dynamic aspects of strategic change processes and the underlying 

processes and practices that affect strategic change.  

 

1.6 RESEARCH APPROACH  

The current study was conducted within a broadly social-constructivist-interpretivist 

research paradigm. It was phenomenologically based, as it strived to understand the 

organisation from the perspective of the organisation member (Fish & Dorris, 1975). 

Business situations and organisations are constituted by complex processes and practices 

and this paradigm is especially appropriate in the case of business and management 

research in fields such as organisational behaviour (Grant, Hardy, Oswick & Putnam, 

2004). The study used a qualitative research design and followed a “real-time” (Pettigrew, 

1990:271), case-based and processual approach (Pettigrew, 1992). The aim was to 
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develop a dynamic and rich understanding of practices and processes at the micro-level 

(Langley et al; 2013) with a rich account of individuals “change-stories”.  

 

Using a single instrumental case study, the study aimed to provide insight and build or 

refine theory (Stake, 1994) deeply embedded in rich empirical data. Case study research 

is particularly good at investigating “how” and “why” questions, for developing new theory, 

for theory testing and refinement, and has high validity with practitioners (Voss, Tsikriktsis 

& Frohlich 2002, Eisenhardt & Graebner, 2007). The research study focused on “change 

recipients” and how they make sense of a strategic change process. Consequently, the 

study was conducted from an interpretive perspective of inquiry. The study required an in-

depth analysis to investigate the lived experience of these actors, and the way they 

interpret strategic issues related to identity and legitimacy. Thus, a more micro-level 

analytical approach was used to obtain a deeper understanding of the dynamics of 

strategic change (Johnson, Melin & Whittington, 2003; Wilson & Jarzabowski, 2004; 

Whittington, 2004). Samra-Fredericks (2003) argues that in order to understand the 

embedded processes of strategic change, one needs to incorporate the lived experience 

[of actors] (Samra-Fredricks, 2003). 

 

The study employed an integrated data analysis strategy, involving thematic analysis, 

grounded theory, and narratives. This approach provided for a “multidimensional view” 

(Floersch, Longhofer, Kranke & Townsend, 2010) of the data and rendered a more flexible 

and nuanced understanding of the organisation within the context of strategic change. 

Stories or narratives are vital in understanding employee socialization, processes of 

learning and development; and processes of change (Humphreys & Brown, 2002). 

Narratives are both legitimate, and the most appropriate means for representing actions 

and events in organisations (Van Maanen, 1988), particularly those associated with 

identity and legitimacy dynamics (Golant & Sillince, 2007; Vaara & Tienari, 2011). 

 

Ethical and quality considerations were a core concern throughout the research process. 

The research study followed generally accepted norms and values and adhered to various 

quality criteria as prescribed by Lincoln and Guba (1985) and Tracy (2010) (discussed in 

depth in Chapter 5 of this thesis). The focus of the study was on exploring and describing 
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people and their environments, consequently a crucial element throughout the study was 

the process of reflection and to embark on a research journey with integrity, openness and 

transparency (Flyvberg, 2006; Rose, Spinks & Canhoto, 2015).  

 

1.7 DELIMITATIONS 

The core focus of the current study was on a single strategic change process and how this 

was interpreted by faculty staff members in non-managerial roles within a single faculty 

unit. The current study included a limited number of participants at only one business 

school within South Africa and strived to produce rich and deep data that would aid in 

analytical or theoretical generalisations (Tsoukas, 1989; Feldman & Orlikowski, 2011). 

Theoretical generalisations are powerful as they explain situated dynamics and express 

particular relationships, or enactments embedded in historically and culturally grounded 

settings, which can be useful in understanding other contexts (Feldman & Orlikowski, 

2011). Hence, the current study hopes that the insights gained from the findings can be 

extended to other pluralistic settings by providing insights and deep data associated with 

strategising and organising in a pluralistic setting (Jarzabkowski & Fenton, 2006). 

 

1.8 CHAPTER LAYOUT 

The following section outlines the chapters that constitute the thesis: 

 

Chapter 1: Research orientation 

 

This chapter provided an orientation to the research study by providing the background of 

the specific context and topic, highlighting the questions that were key in providing for a 

temporal and processual analysis and outlining the academic significance and 

contributions of the study.  
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Chapter 2 and Chapter 3: Literature review chapters 

 

Chapter 2 provides the theoretical framework, describing the methodological, ontological, 

and conceptual foundations guiding the study. A comprehensive literature review is 

provided on the SAP perspective as the main methodological and conceptual lens, and the 

sensemaking perspective as the main conceptual lens through which the study was 

conducted.  

 

Chapter 3 reviews the relevant literature on strategic change processes and provides a 

summary of central concepts and approaches to strategic change processes, explaining 

the rationale of a strategic change process, and how individuals interpreted such as 

process, as the main unit of analysis for the current study.  

 

Chapter 4: Research context  

 

This chapter describes the specific context and provides a rich description of the HE 

environment and business school context within which the current study is situated. In 

addition, an illustrative case study is provided, describing the specific strategic change 

process that was chosen as the unit of analysis for the current study, and the process the 

faculty staff members went through within the specific change context.   

 

Chapter 5: Research methodology chapter 

 

This chapter explains the research design and methodology employed in the current study. 

The content of the chapter covers the paradigmatic approach and epistemological 

positioning of the study, the methodological process that was followed, the sampling 

strategy, the data production and collection methods employed, and the data analysis 

procedure that was followed. The chapter also covers the quality criteria and ethical 

consideration central to the study. 
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Chapter 6: Reporting and discussion of the findings  

 

This chapter provides an interpretation and rich description of the data gathered and 

presents the final process model illustrating the central themes that emerged and how they 

interrelate with one another.  

 

Chapter 7: Conclusion and recommendations 

 

This chapter builds on chapter 6 and provides an in-depth discussion on how the data and 

the final emerging model answers the study’s overarching question and the general 

temporal questions that guided and framed the study. The study describes the main 

limitations of the study and the key research contributions, linking the findings to the extant 

literature and other research domains. The chapter concludes with recommendations for 

future research and suggestions for management. Figure 1 provides a conceptual 

framework and overview of the chapters of this thesis. 
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1.9 CHAPTER CONCLUSION 

This chapter provided an orientation to the current study by discussing the background of 

the research and highlighting the rationale and choice of the topic. The chapter presented 

the research problem, indicating the main gaps that the study intended to answer. The 

main research question was presented, followed by the general temporal research 

questions that framed and guided the study. 

 

The chapter highlighted the gap that exists in understanding the more subtle and 

dynamics aspects of identity and legitimacy dynamics, bringing to the surface the tacit 

elements of strategy within an evolving organisational context. The chapter further 

contextualised the problem within the higher education sector, focusing on South African 

business schools, in particular, and the changes they face which ultimately have an effect 

on their identity and legitimacy. The chapter also discussed the academic value and main 

contributions of the study and introduced the research approach of the study. The chapter 

concludes with the delimitations framing the study and provided a chapter outline of the 

current study. 
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CHAPTER 2: THEORETICAL FRAMEWORK 

 

2.1 INTRODUCTION  

A critical part of any research design includes the theory of the phenomena one is 

studying as it plays an important foundational role in guiding the other design decisions as 

well as providing “a grounding base, or an anchor, for the literature review, the methods 

and analysis” (Grant & Osanloo, 2014:12).  Chapter 2 discusses the conceptual, 

ontological, and methodological foundations guiding the study. These foundations reflect 

important beliefs and considerations regarding the nature of knowledge, how this 

knowledge exists, the roles adopted by the researcher, and the tools that are utilized in the 

study (Lysagt, 2011:572).  

 

This chapter reviews the strategy-as-practice perspective as the ontological and 

methodology foundation for the current study, and the sense-making and interpretative 

perspectives as the conceptual foundations guiding the study. In addition, the study draws 

upon other theoretical resources available in areas such as discourse theory, process 

theory and institutional theory. The theories chosen to be appropriate for the study, all 

adopt a broadly social constructionist approach in framing and interpreting the empirical 

data.   

 

The central focus of the current study is on three main concepts: internal identity and 

internal legitimacy dynamics and strategic change processes. The purpose of the current 

study (as discussed in Chapter 1) is to investigate the underlying dynamics of a strategic 

change process, taking into account identity and legitimacy dynamics from a dual practice-

process perspective. The assumption is that the interplay of these two socially constructed 

concepts are worthy of investigation from a dual practice-process perspective, as they 

themselves form part of the practices and organisational processes within the strategic 

change process. By choosing these lenses, the study’s position is based on a commitment 

to the phenomenon of strategy itself, seen comprehensively through the “sociological eye” 

(Whittington, 2007:1575). Strategy is therefore seen as a practice and as something that 

“people do” (Jarzabkowski, 2004:529).  
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The SAP lens was chosen to explore different aspects of organisational life within the 

context of a single business school during a strategic change process. Viewing strategy as 

a practice points the study in two directions, firstly the necessity to “dive deep into 

organisations to engage with the intimate realities of strategy practice” (Johnson et al; 

2003:19); and secondly the recognition that the combination of the embedded practices, 

activities and processes are part of a larger  phenomenon that has significant effects on 

society at large (Ghemawat, 2002; Clark, 2004b). 

 

This chapter is structured as follows: Firstly, the chapter introduces the practice turn in 

strategy and discusses the development of the SAP field by looking at the theories and 

domains that have influenced this field. This discussion follows with an explanation of how 

neo-institutional theory can better link with SAP when looking at the concept of legitimacy. 

The strategy-identity nexus is then elaborated on as well as its appropriateness for the 

study. The next section explains the practice approach to strategic change and provides a 

summary of the key ontological and methodological assumptions guiding the study. The 

next part of the chapter considers the sensemaking perspective as the conceptual 

foundation for the study and looks at the use of this perspective within the SAP domain, 

ending with a discussion on sensemaking within an organisational change context. The 

chapter concludes with a discussion on the interpretative paradigm as an ontological 

approach to the study.  

 

Figure 2 provides the diagrammatical depiction of the structure of Chapter 2 within the 

context of the current study. 
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2.2 THE PRACTICE TURN IN STRATEGY AND THE DEVELOPMENT OF THE SAP 

FIELD 

A refocus of strategy research began in February 2001, when a group of 50 researchers 

came together at the EIASM (European Institute for advanced Studies in Management) in 

Brussels and started a conversation on the need for a more practice-based approach to 

strategy-making (Carter, Klegg & Kornberger, 2008). The origin of the SAP field is also 

linked to the need to get into the lives of strategy practitioners (Chia & Holt, 2009), and in 

doing so, achieving both theoretical rigour and practical relevance, referred to as the 

“double-hurdle” (Pettigrew, 1997). Rafferty and Griffin (2008) note that the divide between 

researchers and practitioners is particularly evident in the field of organisational change. 

This is because of two types of change theory that have been developed over the years; 

namely, change process theory which tends to be developed by academic researchers; 

and change implementation theory commonly advanced by practitioners (Rafferty & 

Griffin, 2008). They argue that change process theory is still, to a large extent, 

underdeveloped.  

 

This division between practice and theory is also emphasized in management research 

and management education, particularly within business school settings (discussed in 

Chapter 4 of this thesis), where there have been calls for greater impact of management 

research on management practice (Pfeffer, 2007). Mintzberg (2004:91), in his book 

“Managers, Not MBAs”, emphasized the “disconnect between the practice of management 

and what went on in classrooms” and argues that management is more art, based on 

insight and intuition. Thomas et al. (2013) criticize management education and 

management research for not being broad enough and not taking into account paradox 

and ambiguity, and focusing on skills associated with holistic thinking and synthesis. 

Shoemaker (2008) notes that management problems are much more “messy” and 

interdisciplinary in character, which requires approaches that are suited to handle 

ambiguity and the high rate of change facing contemporary industries. Consequently, this 

return to practice is echoed through various fields, such as organisational theory, 

management theory and the social sciences; with a growing demand for research that is 

both theoretically rigorous and relevant to practice (Colville, 2009; Thomas et al; 2013).  
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With the growing demand for achieving both theoretical rigour and practical relevance, the 

focus turned to the micro-processes, practices and activities associated with strategising; 

what Chia and Mackay (2007:218) refer to as getting into the “bowels of strategy-making”. 

This practice approach strives towards understanding the often untidy and day-to-day 

realities of doing strategy as lived experience (Jarzabkowski, 2004) and “provides an 

opportunity to examine the micro-level of social activity and its construction in a real social 

context” (Golsorkhi et al; 2015:3). The increasing interest in investigating the microscale 

processes, practices and activities within organisations have largely been ignored in 

traditional strategy research (Schatzki, Knorr-Cetina & von Savigny, 2001; Chia & Holt, 

2009:119).  

 

The SAP perspective is part of the broader practice turn in contemporary social theory and 

the management sciences. It is necessary to first discuss this practice turn in strategy, in 

order to position the current study within the broader practice literature. This section will 

also provide an overview of the SAP domain and its contribution to the understanding of 

strategic change processes in line with the current study, highlighting the usefulness and 

appropriateness of this approach within a research context. The next section looks at 

practice theory and the development of the SAP field. 

 

2.2.1 Practice theory and the development of the SAP field 

 

The “practice turn” in strategic management specifically, and in the management sciences 

more generally, can be attributed to two main influences. First, a large part of strategy 

research has focused predominantly on firm and industry levels of analysis, as opposed to 

human action (Jarzabkowski, 2005:2). This has led to a dominance of economic 

assumptions in strategy management research and this approach has been criticised for 

not taking into account the complexities of strategy in practice (Johnson et al; 2003). 

Second, there is increasing impetus in management research on the more humanized 

theories that bring actors and action back into the foci of research (Whittington, 2002; 

Petriglieri & Petriglieri; 2015). Consequently, the practice perspective point toward a focus 

on the work and activities of people inside organisational processes (Whittington, 2003). 

This return to practice, and consequently growing interest in activities and micro-practices 
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is related to the wider focus of contemporary social theory on practices (Schatzki et al; 

2001; Reckwitz, 2002). 

 

Practice theorists within social theory, have strongly influenced management and strategy 

researchers, and can be grouped into two generations. According to Golsorkhi et al. 

(2015), the first generation is represented by seminal scholars such as Bourdieu (1977), 

de Certeau (1984), Foucault (1977), Garfinkel (1967), Giddens (1984) and Taylor (1985). 

The second generation is represented by seminal scholars such as Ortner (1984), 

Pickering (2001), Reckwitz (2002), Rouse (1996) and Schatzki (2002). A common 

approach by these scholars is to overcome social theory’s long-running dualism between 

“individualism” and “societism” (Schatzki, 2005:465). In this view, proponents of societism 

argue that individualists place too much emphasis on the individual human actors, 

neglecting macro phenomena, while individualists argue that societists focus mostly on the 

large social forces, forgetting the micro phenomenon (Whittington, 2006). Some significant 

contributions by these social theorists include considerations of issues such as the 

philosophical and social scientific meaning of human activity; the nature of subjectivity, 

embeddedness and meaning; dynamics involving language and power; and changing life 

processes (Schatzki et al; 2001: 10).  

 

Whittington (2006) points to three core themes that have emerged from practice theory. 

The first considers the notion of society, where the concern is on the social “fields” or 

“systems” that define the practices that advance human activity – examples include 

Bourdieu (1990) and Giddens (1984) (Whittington, 2006:614). The second core theme 

focuses on individuality and refers to people’s actual activity "in practice" (Whittington, 

2006:614). Lastly, the distinction between practices and what happens “in practice” leads 

to the third theme; namely, the actors (and their skills) who initiate activities (Whittington, 

2006:615). Johnson et al. (2007:25) elaborate on three core themes that overlap to some 

extent with Whittington. Firstly, practice perspectives involve a diverse array of activities. 

Secondly, practice theories situate activity within social environments where actors share 

their understanding, skills, language and technologies within a wider society; and thirdly, 

the practice turn focuses on actors and their skills and resources that make up the day-to-

day activities in the lives of organisational members (Johnson et al; 2007). Furthermore, 
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Chia and Holt (2009:128) add that the practice turn also involves a type of “non-thematic 

knowing-in-practice”. 

 

Research related to the practice of strategy, extends in a sense from a long tradition of 

research closely examining managerial work (Whittington, 2006). The tradition of paying 

closer attention to the actual activities of people can be traced back to Mintzberg (1973) 

and his early contribution to managerial work. Following this, the interest in how strategies 

are realized in practice can be traced back to Mintzberg’s (1978) seminal work where he 

introduced a difference between realized and intended strategies. Building on the tradition 

initiated by Mintzberg, the “practice turn” has informed and influenced diverse 

management fields such as technology (Orlikowski, 2002), change management (for 

example Jarzabkowski, 2003; Hendry & Seidl, 2003; Balogun, Gleadle, Hailey & Willmott, 

2005; Balogun, Bartunek & Do 2015), knowledge management (Brown & Duguid, 1991; 

Orlikowski, 2002), organisational learning and accounting (Hopwood & Miller, 1994; 

Ahrens & Chapman, 2006; Nicolini, 2009; Fauré & Rouleau, 2011), strategy (Jarzabkowski 

& Wilson, 2002; Hendry & Seidl, 2003; Whittington, 2002, 2003, 2004; Chia & Holt, 2006; 

Jarzabkowski, Balogun & Seidl, 2007; MacKay & Chia, 2013) and institutional theory 

(Lawrence & Suddaby, 2006; Lounsbury, 2008; Suddaby, Seidl & Le, 2013; Suddaby, 

Bitektine & Haack, 2017). Furthermore, there is a growing social constructionist approach 

to strategy research that draws on interpretivist theories, such as sensemaking and 

sensegiving (for example Rouleau, 2005; Balogun, Bartunek & Do, 2015; Colville, 

Hennestad & Thoner, 2014; Brown, Colville & Pye, 2015; Konlechner, Latzke, Güttle & 

Höfferer, 2019; Sandberg & Tsoukas, 2020) to explain phenomena such as strategic 

change.  

 

The practice turn attempts to depart from methodological individualism and instead 

focuses on human activity, often referred to as “praxis” (Reckwitz, 2002). Emphasis is also 

on the importance of macro-social institutions, as well as aspects such as emergence and 

design, the role of materiality, and exploring the otherwise taken-for-granted phenomenon 

(Vaara & Whittington, 2012: 288). In addition, practice approaches attempt to understand 

how micro phenomena might be linked to macro influences and outcomes (Oliver & Burgi, 

2005; Jarzabkowski et al; 2007; Kouamé & Langley, 2018). A criticism of the SAP 



25 

 

literature is that it has been too individualistic, focussing on micro-level managerial activity 

and roles, and leaving out the larger social forces and contextual aspects (Tsoukas, 1994; 

Willmott, 1997). Consequently, there have been calls for closer connections between what 

goes on deep inside the organisations and the broader phenomena outside (Whittington, 

2006; Smets, Morris & Greenwood, 2012; Jarzabkowski, Kaplan, Seidl & Whittington, 

2016; Kouamé & Langley, 2018).  

 

Vaara and Whittington (2012) argue that practice-based approaches are in a better 

position to develop the kind of understanding of strategy processes that recognizes both 

theoretically-grounded critical reflection and practical relevance. Golsorkhi et al. (2015:1) 

state that “studies under this broad practice umbrella promise to accomplish something 

that is rare in organisation research; to advance our theoretical understanding in a way 

that has practical relevance for managers and other organisational members”. Pettigrew, 

Woodman and Cameron (2001) contend that dynamic and locally-contextualized theories 

better reflect the complexities of practice in the contemporary world. The current study 

heeds Pettigrew’s and Vaara and Whittington’s advice through applying a contextual-

processual approach in combination with a practice perspective in an attempt to 

understand the complex practices and processes that underlie a strategic change process 

and taking into account both context and content. 

 

2.2.2 SAP as a research approach 

 

The key framework for conducting research within the SAP perspective is the 

interrelationship between praxis, practices, and practitioners (Whittington, 2006; 

Jarzabkowski, et al; 2007). This framework exposes the micro-level aspects of strategising 

and provides details on the “who”, “where”, and “when” of strategic action (Jarzabkwoski et 

al; 2007:17). As discussed earlier, SAP is inextricably linked to human action and 

interaction. A distinctive feature of the SAP approach is its concern with the social 

embeddedness of strategy-making (Jarzabkowski & Fenton, 2006; Tsoukas, 2010; Seidl & 

Whittington, 2014). Whittington (2007) defines social embeddedness as seeking 

connections between firm-level changes with broader, society level changes. Notably, this 

is also the least studied feature of strategy-making (Rouleau, 2013; Tsoukas, 2015).  
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A framework developed by Johnson et al. (2007) differentiates between the micro 

(activities/praxis) and macro (institutional field practices) levels of strategy. This framework 

emphasizes how the doing of strategy spans all three levels as well as both strategy 

content and process (Regnér, 2015). Especially when investigating activities and praxis, 

divisions such as strategy content and process become redundant. Johnson et al. (2007) 

argue that it is this capacity to cross the boundaries between content and process, micro 

and macro that gives a rich and exciting research agenda to the SAP perspective. The 

framework by Johnson et al. (2007) depicting the micro and macro levels of strategy-

making is illustrated in Figure 3.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3: Johnson, Langley, Melin and Whittington’s exploded map of strategic management 

Source: Adapted from Johnson et al. (2007) 

 

In this framework, the vertical links labelled V1-4 in Figure 3 represent explanations that 

bridge the lower level activities of individuals with the more macro levels of organisational 

and institutional practices (Johnson et al; 2007: 17). An important aspect of the current 

study is the link (V1) that represents the relation between individuals' activities and 
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Practice 1 

organisational-level initiatives, such as strategic change processes, are pursued in terms 

of what people actually do. In addition, the current study views internal identity claims as a 

strategic social practice (and as closely related to praxis), while the acquisition and 

maintenance of internal legitimacy is recognized as a vital organisational process (also 

referred to as legitimacy-as-process) (Meyer & Rowan, 1977; Lounsbury & Glynn, 2001; 

Suddaby & Greenwood, 2005; Suddaby et al; 2017).  

 

A recent framework by Jarzabkowski et al. (2016) provides an integrated practice-theoretic 

approach to strategy management research. This approach provides an extended view to 

the earlier SAP frameworks developed by Jarzabkowski et al. (2007) and Whittington 

(2006), by not only asking “what” the practices are, but also encapsulates the “who” and 

“how” that underpin a practice perspective (Jarzabkowski et al; 2016). Their framework 

illustrates more explicitly the linkages between the key elements of practitioners, praxis, 

and practices with regards to outcomes. Figure 4 depicts the framework and schematic 

model of strategy practice by Jarzabkowski et al. (2016). 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4: A schematic model of strategy practice 

Source: Jarzabkowski et al. (2016) 

 

The current study attempted to take the framework by Jarzabkowski et al. (2016) a step 

further, through taking into account temporal aspects of strategy-making (Kaplan & 
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Orlikowski, 2012) and combining both practice and processes in order to explore the 

embedded practices and processes that make up a continuously evolving context. 

 

2.2.3 Defining the components of the SAP perspective 

 

From a SAP perspective, strategy has been defined “as a situated, socially accomplished 

activity” and is viewed “as the orchestration of practices that are important to the activity of 

the organisation as a whole” (Jarzabkowski et al; 2007:5). Central to the concept of 

strategy, is viewing practices as larger assemblies of interdependent social activity when 

applied on the scale of the organisation as a whole (Porter, 1996; Jarzabkowski et al; 

2007). For the purpose of the current study, in addition to the definition above, strategy is 

also seen as idiosyncratic and processual (Van de Ven, 1992). As indicated in the 

introduction, the current study sees strategy from a “sociological eye”, and therefore 

strategy is seen “in all its manifestations, and as both widely connected and deeply 

embedded in particular societies” (Whittington, 2007: 1578). 

 

The concept of “strategising” comprises “those actions, interactions and negotiations of 

multiple actors and the situated practices that they draw upon in accomplishing that 

activity” (Jarzabkowski et al; 2007: 8). Strategising demonstrates how strategies unfold 

over time and how they are developed and transformed “in an ongoing process” (Melin, 

Ericson & Müllern, 1999:47). For the purposes of the current study, strategising and 

organising are seen as very closely related, as they call on similar skills and techniques to 

accomplish change (Whittington, Molloy, Mayer & Smith, 2006). Additionally, praxis, 

practices, and practitioners are conceived as “becoming” rather than being (Tsoukas & 

Chia, 2002; Chia, 2014). Thus, the focus is on how strategies and practices emerge and 

change over time (Tsoukas & Chia, 2002; Regnér, 2003; Balogun & Johnson, 2004, 2005; 

Jarzabkowski, 2004; Rouleau, 2005; Vaara & Whittington, 2012; Jarzabkowski & Kaplan, 

2015; Jarzabkowksi et al; 2016). These terms are often expressed in different ways by 

different scholars. The aim of the discussion below is not to provide an exhaustive list of 

definitions for each concept; rather it attempts to provide some clarity on the different 

perspectives of praxis, practitioners, and practices within the practice literature, and 

explains which views are deemed appropriate for the current study.  
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 2.2.3.1 Practice/Practices 

 

The notion of practice and practices has been attended to in the management literature in 

many different ways. From a SAP perspective, research has largely been dedicated to the 

analysis of the managerial practice, looking at how top and middle managers strategize in 

strategy-making, and this has been the most common view of practice (Rouleau, 2013). 

Broadly speaking, practices may be seen as the infrastructure through which micro 

strategy and strategising occurs and consists of a continuous stream of strategic activity 

(Jarzabkowski, 2003). This view of practice is rooted in the work of Mintzberg (1973) in his 

seminal work where he describes what managers do. Another view of practice involves the 

relational, discursive and material tools related to strategy formation (Rouleau, 2013). 

Vaara and Whittington (2012) state that practices are the underlying structure below the 

busy surface of events and involve the various routines, discourses, concepts, and 

technologies embedded in the strategy-making process. Here it is not just obvious 

strategic practices or activities, but also those embedded in various strategic tools, 

materials and artefacts (Jarzabkowski & Whittington, 2008:101).  

 

From a social theory perspective, practice refers to the social and tacit knowledge that 

individuals use when they are making strategy (Rouleau, 2013). This view of practice is 

indebted to the work of seminal theorists such as Bourdieau, de Certeau, Foucault and 

Giddens (Whittington, 2006). From Giddens structuration theory (1979:66), practice is 

seen as “mediating moments” that situate all human action in time, space and include the 

“generative rules and resources” of social structure. Here the prevalence of social 

practices is elevated (Vaara & Whittington, 2012). Bourdieu (1990) explains the notion of 

practice as how the objective world and the subjective actor come together in social 

action. According to Campbell-Hunt (2007:796) practices constitute larger assemblies of 

interdependent social activity and are repeated over time; and are accessible to the 

conscious representations of schemata (Balogun & Johnson, 2004; Jarzabkowski, 2004) 

and narratives (Tsoukas & Hatch, 2001) used in social discourse. While Whittington (2006) 

urged SAP researchers to connect the activity of individual practitioners to broader societal 

phenomena, limited studies have been able to view “practice” as social knowledge aimed 

at highlighting the contextual and oblique aspects of strategy-making (Rouleau, 2013).   
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A comprehensive view towards understanding practices is provided by Nicolini (2009). 

Here practices are viewed as multifaceted and multi-dimensional. Nicolini (2009) proposes 

a framework that brings together and enriches aspects derived from various historical 

ways of understanding practice. This framework draws on the strengths of various existing 

practice theories such as the Wittgensteinian and Heideggerian view, activity theory, and 

actor-network theory, and places importance on using existing practice theories together in 

understanding practices.  

 

For the current study, references to strategy as practice specifically refer to the patterns of 

interaction and interpretation involved in the strategic activity pursued within the context of 

the case study and the strategic change process. The study adopted the broad definition 

of the concept of practices as the accepted ways of doing things, within a shared social 

environment between actors, over time (Schatzki et al; 2001; Reckwitz, 2002), and 

includes the related ongoing constitution of practitioners’ identity, and the embedded tacit 

knowledge necessary for performing strategic activities (Rasche & Chia, 2009).   

 

 2.2.3.2 Practitioners 

 

The SAP research agenda emphasizes the need for a broader conceptualisation of who a 

strategist is and argues for a more detailed analysis of what that means for strategy 

research (Jarzabkwoski et al; 2007). Jarzabkowski (2005:11) maintains that the perception 

of strategists or practitioners in SAP involves “a wide distribution of organisational actors” 

and people at all levels of the organisation. Within the SAP field, practitioners have been 

identified as “the social individuals, interacting with the social circumstances involved in 

doing strategy” (Jarzabkowski, 2005:8). Whittington (2007:619) defines strategy 

practitioners as those who “do the work of making, shaping and executing strategies”. He 

points out that these are not just the senior executives but includes “many others who 

perform strategy work as part of a wider role or stage in their careers” such as middle 

managers, strategy consultants and advisors (Whittington, 2007:619).  

 

From a practice perspective, Samra-Fredericks (2003) expresses the importance of 

viewing practitioners not as simple individuals, but as social individuals where elements 
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such as socio-political and rhetorical skills, culture and gender, contribute towards how 

work is done. Practitioners are “those individuals who draw upon practices to act and are 

therefore interrelated with practices and praxis” (Jarzabkwoski et al; 2007:10). More 

recently, there is increasing recognition that employees beyond management ranks play 

an importance role in strategy processes (Regnér, 2003; Mantere & Vaara, 2008), 

consistent with the emerging concept of “open strategy” (Doz & Kosonen, 2008; 2010; 

Hautz, Seidl & Whittington, 2017; Seidl, Ohlson & Whittington, 2021). In line with these 

scholars, the current study does not limit practices to actors in managerial roles, but rather 

acknowledges that any actor can be a “strategic champion” (Mantere, 2005:58) or “change 

recipient” (Balogun & Johnson, 2005:1572). 

 

 2.2.3.3 Praxis 

 

The term praxis has developed over a long period of time and has its roots in socio-

political theory (Balogun et al; 2015). In the broadest sense of the word, praxis refers to 

the vast social enterprise of day-to-day activity and the myriad of micro-actions that 

constitute what an organisation does (Johnson et al; 2003; Jarzabkowski, 2004). Reckwitz 

(2002:249) defines praxis as “an emphatic term to describe the whole of human action.” 

Jarzabkowski and Whittington (2008:101) refer to praxis as the sheer labour of strategy 

and provide examples such as meetings, talking, calculating, form filling and presenting as 

the flow of activities through which strategy gets made. According to Wittgenstein (1958), it 

is the deliberate intent to move towards a particular goal, together, within a linguistic 

community. Consequently, it has to do with social actors who have a local theory of what 

they are doing,  and the “how” and “why” they are doing it (Whittington, 2007). 

 

More specifically, “praxis comprises the interconnection between the actions of different, 

dispersed individuals and groups and those socially, politically, and economically 

embedded institutions within which individuals act and to which they contribute” 

(Jarzabkowski et al; 2007:9). This definition indicates two important aspects, firstly that 

praxis is an embedded concept that may be operationalized at different levels from the 

institutional to the micro, and secondly that it is also dynamic, shifting fluidly through the 

interactions between levels (Jarzabkowski et al; 2007). Balogun, Beech and Johnson 
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(2015:451) highlight how praxis is intrinsically linked to identity. They explain that praxis is 

the interdependence and integration of theory and practice in a meaningful way within a 

social context. Aspects such as an individual’s purpose, how they perform their roles, and 

the meanings they construct within their communities are key to how they identify 

themselves, and to their praxis (Balogun et al; 2015:451). The descriptions by 

Jarzabkowski et al. (2007) and Balogun et al. (2015) are particularly relevant to the current 

study. The current study views praxis as a dynamic social process and intrinsically linked 

with identity, where diverse actors and groups interact with each other and enact various 

roles within a socially, politically, and economically embedded environment. 

 

2.2.4 A practice approach to strategic change 

 

The current study is concerned with bringing actors and their actions and interactions to 

the centre stage by investigating how strategic change processes are translated, 

influenced, and consumed into their day-to-day practices that create strategy and change. 

The study responds to various calls for a more micro-level analysis (Balogun, 

Jarzabkowski & Seidl, 2007; Cardoso & Lavarda, 2011; Vaara & Whittington, 2012; 

Suddaby et al; 2013; Whittington, 2017) taking into account what actors actually think, say, 

and do in response to a strategic change process. It is argued that a more micro-level 

analysis is necessary in order to gain a fuller understanding of the dynamics of strategic 

change (Johnson et al; 2003; Wilson & Jarzabkowski, 2004; Whittington, 2004; Mantere et 

al; 2012; Wolf & Floyd, 2013; MacKay & Chia, 2013; Langley, et al; 2013; Chia, 2014; 

Tsoukas, 2017, Burgelman et al; 2018; Müller & Kunisch, 2018). Samra-Fredericks (2003) 

argues that in order to understand the embedded processes of strategic change, one 

needs to incorporate the lived experience of actors. The focus of the current study is 

therefore on the detailed activity and agency involved in strategising within a strategic 

change process. 

 

In combination with a practice approach, the study subscribes to a processual-contextual 

perspective on change (Van de Ven, 1992; Pettigrew, 1997; Langley, 1999). A 

combination of a processual and contextual understanding of change is deemed an 

appropriate way to understand how the change process occurred as it recognizes the 
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dynamics of change by including historical and contextual variables along with processual 

dynamics (Pettigrew, 1985). Zilber (2002) contends that it is the continuous enactment of 

practices and meanings by members within an organisation that constitutes and maintains 

institutions. Institutions therefore are processual and dynamic in nature (Zilber, 2002). The 

current study acknowledges that organisations and their processes, particularly, strategic 

change processes, are understood through the enactment of the on-going agency of 

organisational members (Orlikowski, 1996). 

 

The current study situates itself within the general process research, as it acknowledges 

the contribution of this process theory in opening up the “black box” of the organisation 

(Johnson et al; 2003:10), as well as humanizing the strategy arena and adding a dynamic 

view to strategy (Jarzabkwoski, 2005). However, process theory only informs an 

underlying understanding of change for the current study. The study addresses the need 

to study strategic change processes from a practice perspective in order to delve deeper 

and focus on the strategists’ activity and interaction in the internal life of processes (Brown 

& Duguid, 1991; Samra-Fredericks, 2003). It is the focus on the ways in which actors are 

enabled by organisational and wider social practices in their decisions and actions that 

provides a distinctive contribution to research in strategy (Vaara & Whittington, 2012). The 

practice of change or change practice therefore relates to the situated, socially-

accomplished flow of organisational, change-related activity (Jarzabkowski, 2005); hence, 

the focus is on what people actually do in relation to change and its process, content, and 

context (Johnson et al; 2007). From a practice perspective, activity is viewed as strategic 

when it is consequential for the strategic outcome, direction, survival, and competitive 

advantage of the firm (Johnson et al; 2003; Jarzabkowski et al; 2007). 

 

For the purpose of the study, research will focus on planned and formal activities within 

the change process as well as emergent actions which assist in directing and supporting 

the planned change process. The current study therefore focuses on those activities within 

the change initiative or episodes (Hendry & Seidl, 2003) that were influential in obtaining 

the objectives related to the change process.   
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Despite the achievements of the SAP stream thus far, the current study argues that this 

approach can go even further in the analysis of social practices, in terms of investigations 

of constructs, such as identity and legitimacy, within the context of change. The 

importance of these two constructs in contributing to an organisation’s ability to adapt to 

change is recognised in literature (Kostova & Zaheer, 1999; Gioia, Schultz & Corley, 2000; 

Gioia, Patvardhan, Hamilton & Corley, 2013); however, the duality approach between 

them is not well understood. Literature highlights the need for alternative approaches in 

understanding organisational change through closer investigation of constructs such as 

organisational identity (King & Whetten, 2008; Howard-Grenville, Metzger & Meyer, 2013; 

Schultz & Hernes, 2013), legitimacy, leadership, reputation (Deephouse & Carter, 2005; 

Suddaby et al; 2017) and organisational culture and their interplays (King & Whetten, 

2008; He & Baruch, 2010; Hatch, Schultz & Skov, 2015;  Hernes & Schultz, 2017). The 

accelerated rate of change in organisations results in strategising and organising 

becoming a constant in managerial work (Whittington et al; 2006:616). Whittington et al. 

(2006:616) contend that in a world of continuous change, mastering the key practices, 

tools, and procedures for re-organising and re-strategising is crucial when perfecting any 

particular strategic or organisational design. 

 

Previous strategy research has predominantly focused on understanding how top 

managers or senior management teams create meanings around an intended change and 

negotiate it with organisational members (for example Corley & Gioia, 2004; Huy, Corley & 

Kraatz, 2014; Michel, 2014; Belogun et al; 2015; Mirabeau et al; 2017). Michel (2014), as 

quoted by Balogun et al. (2015:960), state that senior managers are also viewed as the 

“prime movers” of change, who redirect the lower level organisational employees through 

a number of sensemaking and sensegiving imperatives. But yet, some strategy practices 

may enable some people who are lower in an organisational hierarchy to gain power and 

therefore influence strategic choice and action, for example, practices such as coalition 

building around specific cognitive frames or schema (Kaplan, 2008; Lechner & Floyd, 

2012). Mantere and Vaara (2008) explain that certain kinds of strategy discourse can 

render some actors central as strategists. Not much is known about how individuals in 

non-managerial roles, within a university context respond to strategic change processes, 

especially taking into account strategic issues of identity and legitimacy. It is also 
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necessary to understand how plans are consumed and influenced by those in non-

managerial roles, and translated into the day-to-day practices that create strategy and 

change (Balogun, et al; 2003). 

 

Furthermore, scholars have predominantly taken a managerial perspective (Ford, Ford & 

D’Amelio, 2008) on strategic change issues, particularly when looking at discursive 

processes, such as linguistic, cognitive and symbolic resources for strategic change 

(Jarzabkwowski, 2005; Hardy & Thomas, 2014). Employees’ subsequent reinterpretations 

of meanings of change over time have largely been overlooked (Bartunek, Rousseau, 

Rudolph & DePalma, 2006; Sonenshein, 2010; Vaara, Sonenshein & Boje, 2016). Dawson 

and Buchanan (2005) argue that for scholars who theorize about change, particularly from 

a narrative perspective, it becomes essential to capture narratives beyond those coming 

from politically dominant groups (such as managers); as they are in positions to shape 

change implementation through their alteration of its meaning (Sonenschein, 2010:478). 

Vaara et al. (2016) state that while strategy narratives play an important role in 

organisational change; few empirical studies explore how strategy narratives unfold over 

time. Those studies that do examine the tensions between narratives, generally privilege 

managers as narrators, where less is known about pluralistic settings, such as HE 

settings, involving a variety of potential narrators (Holstein, Starkey & Wright, 2018). 

Meyer, Pascuci and Meyer (2018) explain that similar to middle managers, academic 

managers and professors play an important role as strategic agents, in strategy formation 

within academic units, as they are often responsible for mediating between strategic 

macro intensions and academic interests. They mention however that, academic units 

within universities are less understood in the mainstream strategy literature.  

 

Thus, taking on a practice perspective, the current study looks beyond the dominant focus 

of top managers by focusing on faculty staff members within a single academic faculty 

unit, emphasising the impact of those in non-managerial roles and their responses to 

organisational change and strategic activities (Powell & Rerup, 2017). In line with Mantere, 

the study treats a strategic actor as a social position, instead of as a role, viewing these 

individuals as social actors (Mantere et al; 2012).  
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There has been extensive debate regarding the methodological issues associated with 

studies of organisational change. Change research has come under criticism for using 

approaches that overlook the systematic nature of organisations (Rafferty & Griffin, 2008: 

612). Pettigrew, Woodman and Cameron (2001) argue that while researchers are precise 

about methodology and instruments, they often provide insufficient depth and description 

of the interventions and situation. In addition, most studies do not link the practice 

dynamics studied within a specific context, to the realized strategies over time 

(Jarzabkowski & Kaplan, 2015). A more micro-level analysis and dynamic account of 

strategic change is required in order to develop a deeper and richer understanding of the 

dynamics of strategic change (Johnson et al; 2003; Whittington, 2004; Wilson & 

Jarzabowski, 2004; Sonenschein & Dholokia, 2012; Ocasio, Laamanen & Vaara, 2018). 

The current study responds to this call by adopting an in-depth longitudinal case study 

approach to collect “deep data” on faculty staff members and how they interpret and make 

sense of a strategic change process over a period, taking into account temporality and flux 

within an evolving organisational context.  

 

2.2.5 Additional theories and domains influencing the SAP perspective 

 

The SAP research agenda has responded to challenges and issues raised in theories 

such as strategy process, the resource-based view and dynamic capability research 

(Jarzabkowski, 2005), and more recent micro-foundation approaches to strategy 

(Eisenhardt, Furr & Bingham, 2010; Lindenberg & Foss, 2011). The resource-based view 

(RBV), along with the dynamic capability theories, addresses some of the concerns of the 

practice field by bringing to the fore actors, and their situated activities into strategy 

research (Jarzabkowski, 2005). The RBV has however been criticized for failing to 

emphasize the strategic action as an event located in time and space (da Silva & 

Gonçalves, 2016); thus unique features such as the situated nature of managerial action 

are left within the “black box” of strategising (Jarzabkowski, 2005:6). Dynamic capability 

research attempts to build on the RBV, as it is concerned with the learning processes that 

a firm does, and therefore acknowledges more dynamic forms of theorizing (Jarzabkowski, 

2005). However, dynamic capability research has been criticized for not articulating clearly 

the dynamics associated with strategy-making, and how capabilities are developed and 
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modified over time (Cockburn, Henderson & Stern, 2000). Despite these criticisms, there 

have been renewed calls to link these two perspectives (Jarzabkowski & Kaplan, 2010; 

Vaara & Whittington, 2012) as new research has started to emphasize micro-foundations 

as essential in understanding organisational capabilities and resources and their origins 

(Teece, 2007; Abell, Felin & Foss, 2008).  

 

Seidl and Whittington (2014) point out that researchers within SAP are increasingly 

recognising contributions from a wide range of sociological and organisation theories such 

as sensemaking (Rouleau, 2005), culture (e.g. Melander, 2008), power (e.g. Maitlis & 

Lawrence 2003), narrative (Czarniawska, 2004; Fenton & Langley, 2011; Holstein et al; 

2018), and institutional theory and discourse analysis (Vaara, Kleymann & Seristö 2004; 

Suddaby, Seidl & Lê, 2013; Balogun, Jacobs, Jarzabkowski, Mantere & Vaara, 2014, 

Duffy & O’ Rourke, 2015).  

 

The SAP perspective is often considered as related most closely to the strategy process 

school (Kappler, 2007). The strategy process school of research, introduced by Pettigrew 

(1985) and Johnson (1987), made significant departures from content-based theories of 

strategy by introducing a dynamic view of strategy as a process in which the role of the 

managerial actor is problematized (Jarzabkowski, 2005). In line with Mintzberg’s work, 

Pettigrew argued that the link between formation and implementation is not a unilinear 

process, rather it is conditioned by a complex and emergent temporality that is constantly 

refining the activities being undertaken (Clegg, Carter, Kornberger & Schweitzer, 2011). 

While process research has contributed towards humanizing strategy research and 

generating more dynamic theories, it has been criticized for not going far enough in 

studying what various managerial actors do or conducting fine-grained analysis of 

activities and practices (Johnson et al; 2003; Johnson et al; 2007; Whittington, 2007; Vesa 

& Vaara, 2014). The process has therefore been criticized for focussing mainly on the 

whole organisation and not saying enough about the “unheroic work of ordinary strategic 

practitioners in their day-to-day routines” (Whittington, 1996: 734). The next section 

discusses the potential of bridging SAP research with process research and considering 

them as complementary approaches to investigating strategy.   
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2.2.6 Bridging SAP and strategy process research 

 

There is an understandable level of confusion concerning the difference between the 

strategy process school and SAP perspective since the relationship between these two 

traditions in strategy is close (Whittington, 2007:1575). While earlier SAP research 

suggest that the SAP field is merely an extension, others view it as an enrichment of 

process research (Jarzabkowski & Wilson, 2002, Hodgkinson & Wright, 2006), and some 

researchers attempt to span both process and practice (Langley, 2007). There have been 

recent calls to bridge practice and process theories (Kouamé & Langley, 2018; 

Whittington, 2017; Burgelman et al; 2018). In a special issue article published in the 

Strategic Management Journal in 2018, Burgelman et al. (2018) argue that combining 

process and practice approaches can add considerable depth to the understanding of 

strategy. 

 

Some of the shared features between strategy process and SAP research include the 

interest in strategy activities and the tendency to use qualitative research methods 

(Whittington, 2007). Paroutis and Pettigrew (2007) point out that practice research and 

process research are particularly similar in their focus on events and activities in 

organisations. In addition, both SAP and process research do not treat strategy as a 

dependent variable, and the main research question they seek to address is “How do 

organisations make strategies - or fail to do so?” (Tsoukas, 2010:47). Evidently there are 

topic areas that do overlap, as well as a shared interest in the activities of strategising 

(Whittington, 2007). Langley (2007) argues that focusing on and accounting for process is 

crucial in understanding how strategy is created. 

 

Some scholars initially argued that a clear distinction is needed between these two 

perspectives and argued against a combinatory approach (Whittington, 2007; Chia & 

MacKay, 2007); however, there is wave of new appreciation for process research and a 

growing consensus that research can benefit from a combinatory approach in 

understanding both process and context (Mirabeau et al;  2017; Kouamé & Langley, 2018; 

Burgelman, et al; 2018). Consequently, there is growing emphasis on the importance of a 

processual approach and the adoption of a “strong process ontology” casting processes, 
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practices and actors as all equally made up from ongoing activity (Langley et al; 2013; 

Burgelman et al; 2018). Although SAP was the main lens through which the current study 

was conducted, it was also necessary to adopt a “strong process ontology” in order to 

capture the specific dynamics of a strategic change process and to be able to investigate 

the intersection of processes and practices. Nicolini and Montiero (2017) argue that, when 

used coherently, the practice lens constitutes a primary form of processual thinking as it 

presents a view of the world where local actions and broader social phenomena emerge 

from and interconnect with each other through complex situations. Organisational 

phenomena are therefore viewed as dynamic, unfolding, and situated occurrences 

(Langley & Tsoukas, 2010).  

   

2.2.7 Other theoretical resources 

 

There have been recent calls to better link SAP research with macro-level phenomena and 

to take into account the institutional and cultural contexts within which strategists and 

organisations operate (Seidl & Whittington, 2014; Kouamé & Langley, 2018). 

Consequently, there have been calls asking for better connections between other 

theoretical resources such as institutional research and other practice-related theories 

(Lounsbury, 2008, Smets & Jarzabkowski, 2013; Smets, Morris & Greenwood, 2012; 

Suddaby et al; 2013). The current study acknowledges that SAP is not viewed as a “stand-

alone” perspective, instead, it is viewed as part of a broader shift in strategic management, 

encouraging interdisciplinary research and the further development of already existing 

theories (Whittington, 2004; Johnson et al; 2007; Jarzabkowski, 2007; Golsorkhi et al; 

2015).   

 

Johnson et al. (2007:36) provide a useful framework illustrating four broad theoretical 

traditions that have engaged and showed links to the practice turn. These distinctive 

traditions are mapped in terms of two axes: the vertical axis represents the relative 

emphasis on micro or macro level phenomena. The horizontal axis attends to the extent to 

which these theoretical resources focus process issue of ‘how’ or content issue of ‘what’.  
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Figure 5 below, illustrates the overlap between these four broad theoretical traditions 

namely: institutionalist theories, the sensemaking, and routines associated with the 

Carnegie tradition, actor network theory and situated learning theory. 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

Figure 5: Four theoretical resources for SAP research 

Source: Adapted from Johnson et al. (2007:37) 
 

Firstly, situated at the bottom half of Figure 5 is the situated learning tradition, which is 

associated with concepts such as tacit knowledge and communities of practice (Johnson 

et al; 2007). Lave and Wenger’s (1991) notion of situated learning acknowledges that 

learning is done by people within a social environment. From Wenger’s (1998) view, key 

skills involve highly tacit and embedded activity, and learning emerges through activity. 

The challenge for this approach has been the lack of focus on macro-level effects, such as 

power in society and extra-organisational networks (Brown & Duguid, 1991); and given its 

concern for learning, it is placed predominantly on the process side of the figure (Johnson 

et al; 2007). Secondly, the Carnegie School, situated at the bottom left corner of the figure, 

resulted in two important streams of work concerned with organisational sensemaking and 

organisational routines and capabilities; as both these perspectives share the Carnegie 

School’s view of bounded rationality (Johnson et al; 2007). In their review of the four 

traditions illustrated in Figure 5, Johnson et al. (2007) indicated that there is more research 
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required in moving sensemaking from its present micro focus to the broader 

acknowledgement of societal structures. Since then, there has been growing research on 

both sensemaking and routines and dynamic capabilities (e.g. Feldmand & Orlikowski, 

2011; Balogun et al; 2014; Cornelissen & Schildt, 2015; Siegel & Teece, 2015; Yuan, Li, 

Vlas & Peng, 2018). 

 

The third theoretical resource situated in the middle section of Figure 5, is the Actor-

Network Theory (ANT), and refers to the understanding of what individuals and/or 

strategists do in practice and the agency through which knowledge is produced, rejected 

or reproduced (Chapman, Chua & Mahama, 2015). There are studies that have combined 

ANT with SAP research (e.g. Denis, Langley & Rouleau, 2007; Jorgensen & Messner, 

2010); however, Seidl and Whittington (2014) state that more research needs to be done 

to fully realise and capture larger social embeddedness of activities. Chapman, Chua and 

Mahama (2015) suggest a further way of incorporating actor-network theory to strategy, is 

by giving considerations to the non-linear and recursive processes of decision-making.    

 

Institutional theories are positioned highest on the vertical axis for their traditional macro 

orientation. The most dominant institutional theory is neo-institutional theory, which draws 

heavily on similar root assumptions to those of the Carnegie School, particularly in 

rejecting perfect economic rationality (Scott, 2000). Within organisation studies, neo-

institutional theory is based on Berger and Luckmann’s work on the social construction of 

reality where an institution is defined as “a reciprocal typification of habitualized action by 

types of actors” (Berger & Luckmann, 1966:72). While institutional research has mostly 

stayed at a level where activities and agency are hidden (Johnson et al; 2007), there is 

growing research focusing on bridging organisational theory and strategic management 

(Puech & Durand, 2017; Siegel & Leih, 2018; Yuan, Li, Vlas & Peng, 2018), 

acknowledging that insights from both institutional theories and practice-based theories 

can complement each other (Suddaby et al; 2013). SAP research is therefore not 

“confined to one corner; instead the aim is to achieve a reintegration that reflects the 

coherence of reality” (Johnson et al; 2007:37).  
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2.2.8 Bridge between Institutional theory and practice theory 

 

A recent trend shows that institutional and more practice-based perspectives on 

organising and change are being combined in an attempt to understand the micro-

processes on which institutional orders are built and changed (Smets et al; 2012; Suddaby 

et al; 2013; Elbasha & Avetisyan, 2018). Two approaches that fall within these fields, and 

which show a growing complementarity in understanding organisations, are neo-

institutional theory (NIT) and SAP. Whittington (2017) states that SAP is situated right 

between process and institutionalist traditions. On the one hand, SAP connects to 

institutionalist concerns for practices (Vaara & Whittington, 2012); and on the other hand, 

the focus on the doing of strategy links directly to the growing preference among process 

scholars for verbs and the lived experience of individuals (Langley et al; 2013). The 

current study considers a link between institutional theory and practice perspective 

necessary as the study explores the interplay between two constructs that derive from 

very different origins: namely the concepts of legitimacy and identity. Organisational 

legitimacy is principally a concern of sociologists (Brown, 1997) and originates from neo-

institutionalism (Meyer & Rowan, 1977; Pederson & Dobbin, 2006). It is therefore seen as 

an institutional construct (Suddaby, Bitektine & Haack, 2017:60), whereas organisational 

identity1 has its origins in psychological work and organisational culture (Pettigrew, 1979). 

 

While institutional and practice-based research streams have grown separately and 

evolved independently (Suddaby et al; 2013) - neo-institutionalism has roots in “old” 

institutionalism whereas strategy as practice has more recent origins – they do share 

some similar themes and commonalities. Suddaby et al. (2013) point out that both SAP 

and institutional theory emerged out of a reaction against prevailing assumptions of 

economic rationality. Institutional theory has proved to be a popular and powerful 

                                            
1 The extant literature generally attributes the origins of organisational identity to Albert and Whetten (1985), 

in their foundational work where they define organisational identity as “that which is central, enduring and 

distinctive about an organization” (Gioia & Patvardhan, 2012:50). However, in Pettigrew’s (1979) seminal 

article “On studying organisational cultures”, Pettigrew refers to identity and meaning in newly established 

organisations and identifies key social processes by which identity is given to an organization thus 

establishing the concept of organisational identities in relation to social processes and emotions.  
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explanation for both individual and organisational action (Dacin, Goodstein & Scott, 2002), 

similar to SAP. In addition, both perspectives show a tendency towards a common 

theoretical and empirical pragmatism, reminding researchers that there is often  

a gap between how organisations behave and how they explain that behaviour (Suddaby 

et al; 2013).  

 

Suddaby et al. (2013) identify three key conceptual spaces in which these two 

perspectives are moving towards each other: firstly, there are emergent themes in both 

perspectives that focus on behavioural processes rather than the social-structural 

outcomes of such processes. Secondly, both tend to privilege individual-level cognitions 

and emotions rather than macro-level expectations. Lastly, the perspectives emphasizes 

how language influences the construction of organisational reality and how practices, in 

institutional and organisational settings, are created (Suddaby et al; 2013). According to 

Greenwood and Seidl (SAP, 2014) the SAP research agenda and institutional theory have 

opportunities to learn from one another. On the one hand, institutional theory can learn 

from the SAP research agenda by bringing organisations, and in particular actors and 

practices inside the organisation, back into the picture. On the other hand, institutional 

theory can enrich and broaden the SAP research agenda, as strategic visions and the 

ways they are implemented inside the organisations are fundamentally shaped by the 

institutional context (SAP, 2014).  

 

Some critics have suggested that as a result of its rapid expansion, neo-institutional theory 

has moved too far away from phenomenology (Meyer, 2008), and is at risk of losing 

internal coherence (Suddaby, 2010). However, the emergent theoretical movement termed 

“institutional work” (Lawrence & Suddaby, 2006; Song, 2019) seeks to ensure coherence 

by returning to its roots in phenomenology which has a stronger focus on the processes 

themselves. This movement draws heavily from practice theory and shows it evolving 

toward common theoretical and empirical space with the SAP field. Institutional theorists 

themselves acknowledge the importance of micro explanations of institutional forms but 

have noted that not enough effort has been made to make neo-institutionalism’s micro 

fundamentals explicit (Johnson et al; 2007:24). The connection between institutional 

theory and practice perspective is particularly relevant for the current study and its 
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investigation of legitimacy and identity dynamics. The next section discusses specific 

configurations of the legitimacy construct, highlighting the legitimacy-as-process 

configuration as the appropriate approach for the current study. 

 

2.2.9 Legitimacy as property, process or perception 

 

Legitimacy has emerged as a vital construct in management theory and has been the 

subject of extensive research in organisation studies, often making it a confusing construct 

in management theory (Suddaby et al; 2017). The aim of this section is to provide an 

overview of the various configurations of legitimacy in order to clarify the specific approach 

that was deemed appropriate for the current study. 

 

Organisational legitimacy is commonly defined as “a generalized perception or assumption 

that the actions of an entity are desirable, proper, or appropriate within some socially 

constructed view of norms, values, beliefs and definitions” (Suchman, 1995:574). 

Legitimacy can be characterized as either being internal or external perceived. The 

external legitimacy of an organisation is the legitimacy granted to organisations in their 

environment by stakeholders such as customers, suppliers, and government regulators 

(Meyer & Rowan, 1977; Powell & DiMaggio, 1991); whereas the internal legitimacy is 

granted to organisations by their participants (Clegg et al; 2007). The current study 

focuses on internal legitimacy dynamics as it takes into account legitimacy granted by the 

organisation's participants (academic faculty staff members within a business school). 

 

In a comprehensive review of the concept of legitimacy, Suddaby et al. (2017) identify 

three configurations of legitimacy; each portraying unique epistemological and ontological 

positions. Table 1 below provides a summary of the key differences (including their 

ontological and epistemological positions) between the three configurations: (1) legitimacy 

as property, (2) legitimacy as process, and (3) legitimacy as perception.  
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Table 1: Three streams of legitimacy research 

 Property Process Perception 

What is legitimacy? 

• A property 
• A resource 
• An asset 
• A capacity 
• A thing 

• An interactive 
process of social 
construction 

• A social judgement 
• An evaluation 
• A socio-cognitive 

construction 

Where does 
legitimacy occur? 

• Between the 
legitimacy object 
and its external 
environment 

• Mostly at the 
organisation and 
field levels 

• Between multiple 
social actors, 
particularly those 
seeking or 
opposing change 

• Mostly at the field 
level, also at 
organisation 
(group) level 

• Between individual 
and collective 
evaluators 

• Multi-level, but 
leaning towards the 
micro 

How does legitimacy 
occur? 

• Contingency view: 
Through “fit” 
between attributes 
of an organisation 
and external 
audiences 
expectations 

• Agency view: 
Through purposive 
efforts of change 
agents and other 
social actors 
 

 
 

• Judgement view: 
Through 
perceptions, 
judgements and 
actions of 
individuals under 
the influence of 
collective-level 
institutionalized 
judgements 

Source: Adapted from Suddaby et al. (2017:61) 

 

The dominant view of legitimacy theorizes legitimacy as a thing or as an “operational 

resources” within an organisation (Suchman, 1995:576). This approach tends to describe 

the physical properties of legitimacy and determines how it can be measured (Suddaby et 

al; 2017). Suchman’s (1995) typology of legitimacy as pragmatic, moral, and cognitive has 

been one of the most influential typologies to date and is often still used in research (e.g. 

Brown & Toyoki, 2013).  

 

The legitimacy-as-perception approach investigates the perceptual and subjective aspects 

of legitimacy (Suddaby et al; 2017). Within this stream of theory, legitimacy is 

conceptualized as a multilevel social process and focuses on the role of individuals in the 

process of the social construction of legitimacy (Suddaby et al; 2017). This configuration is 
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closely linked to legitimacy-as-process as it conceives legitimacy as a process, as 

opposed to a property. 

 

From a legitimacy-as-process perspective, legitimacy is defined as “an interactive process 

of social construction” (Suddaby et al; 2017:453). This approach adopts a constructivist, 

interpretivist approach and the primary unit of analysis is multi-level because social 

construction assumes interactions and reciprocal influences between the individual and 

collective levels of analysis (Johnson et al; 2006). Importantly, legitimation occurs through 

three key processes namely (1) persuasion/translation/narration, (2) theorisation, and (3) 

identification/categorization (Suddaby et al; 2017). For the purpose of the current study, 

the third process of identification is particularly relevant as it refers to the uniqueness 

paradox and the notion of identity and differentiation which is closely related to 

assessment of approval of an organisation’s actions (Suddaby et al; 2017). This 

conceptualization of legitimacy emphasizes the link between identity and legitimacy. This 

perspective was deemed appropriate for the current study as it views both identity and 

legitimacy as process and assumes that legitimacy is constructed through forms of identity 

work (Elsbach & Kramer; 1996; Navis & Glynn, 2011; Brown & Toyoki, 2013.) 

 

The next section discusses in more detail the concept of identity in relation to strategy and 

the SAP perspective.  

 

2.2.10 The strategy-identity nexus and its link to the SAP perspective 

 

There is an evident link between identity and the SAP perspective (Sillince & Simpson, 

2010; Oliver, 2015). The concept of strategy/strategising is a phenomenon that is a part of 

the identity of managers and workers (Knights & Morgan, 1991); as strategic practices 

within organisations frequently involve the making of identity claims (Bürgi & Oliver, 2008). 

Bürgi and Oliver (2008) state that these identity related practices often have immediate 

strategy implications. According to Weick (1995), identity construction is the first 

characteristic of sensemaking, which makes it an important element of strategising. As 

indicated in Section 2.2.3.3, praxis is intrinsically linked to identity and thus identity can 

provide a route to understanding praxis (Balogun et al; 2015). However, despite this clear 



47 

 

link, not much attention has been given to this strategy-identity nexus; and the 

understanding of how strategists shape strategising activity through who they are is 

underdeveloped (Ravasi, Tripsas & Langley, 2017).  

 

Reviews of empirical research conducted within the SAP areas by Balogun et al; (2007); 

Jarzabkowski et al; (2007); Jarzabkowski and Spee (2009); as well as more recent 

research by Stander and Pretorius (2016) indicate that most SAP research tends to focus 

on praxis and practices, or practitioners and the practices they draw on, and far less 

research focuses on the practitioners and their praxis. Oliver (2015:338) calls for further 

development into identity themes, including identity emergence, identity across levels of 

analysis, identity and time, identity and talk, and identity and materiality. A special issue for 

the journal Strategic Organisation in 2017 particularly highlights this gap and emphasizes 

the need for various under-researched themes, such as strategic change and identity 

work; micro-level practices, multi-level dynamics and the role of material practices, 

routines and artefacts (Ravasi et al; 2017). Burgelman et al. (2018) highlight the need for 

bringing strategy work and organisational identity work, with a specific focus on 

practitioners and their praxis. The current study responds to this call through exploring 

both identity and legitimacy dynamics during a strategic change process. 

 

Various authors have referred to the mutual link between strategy, identity, and practice 

(Dutton & Dukerich, 1991; Knights & Morgan, 1991; Gioia & Thomas, 1996; Balogun, 

Beech & Johnson, 2015; Ravasi et al; 2017). Ravasi et al. (2017) contend that there is 

clearly a close relationship between doing (strategy) and being (identity). This is because 

identity is regarded as both a product of and a producer of action and interpretation (Pullen 

& Linstead, 2005). This means that people’s identities as strategists develop through 

interaction, success, failure and being recognized as strategists (Balogun et al; 2015). 

According to Oliver (2015), questions related to identity underlie much of organisational 

strategising. Doing strategy and being a strategist are therefore interlinked and integrated 

with praxis, involving actions that relate to the “local theories that strategists have of how 

they could improve the situation and the meanings that underlie the theory-action 

intersect” (Balogun et al; 2015:452). Identity as a theoretical construct is therefore worthy 

of examination from a SAP perspective and when looking at strategic change processes. 
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One way of researching identity as interconnected doing and being is through focusing on 

activities that establish, maintain, or defend an identity (Balogun et al; 2015). The current 

study explored a strategic change process, focusing on the accreditation and re-

development of an MBL degree at a South African business school. Accreditation involves 

both identity and legitimacy stakes for an organisation. On the one hand, accreditation 

touches an organisation’s identity and may involve strategic changes (Gioia et al; 1994; 

Gioia & Thomas, 1996), on the other hand, accreditation is often seen as a quality label 

(Stensaker, 2003), which is also a source of institutional legitimacy for an organisation 

(Durand & McQuire, 2005). This strategic change process therefore provides an ideal 

context for this investigation, as accreditation processes and the process of developing 

curricula provide a context where identity had to be maintained/defended by the 

individuals (faculty staff members) within the organisation.  

 

Chia and Holt (2009) argue that if true practice-orientated research is to be accomplished, 

it must take into account the underlying practices that produce the simultaneous 

materialization of both strategy and individual identity. According to practice theorists, the 

identity of an actor is something that is constructed and realized through engagements of 

social practices (Rasche, 2007; Rasche & Chia, 2009; Oliver, 2015). What constitutes a 

strategist as a subject can only be answered by acknowledging the embeddedness of his 

or her identity in the performance of strategy practices (Chia & Holt, 2009). For this 

reason, Rasche and Chia (2009:724) argue that SAP scholars have to consider the 

intrinsic recursiveness between strategy practices and strategists’ identity.  

 

Most research on organization-based identities focuses on a single level of analysis, 

typically the individual, group or organization (Ashforth, Rogers & Corley, 2011). Ashforth, 

Rogers & Corley (2011) however refer to cross-level identity research which refers to the 

processes through which identities become linked across levels. Identities at one level of 

analysis therefore enable and constrain identities at other levels. It is also well established 

in literature that identity is a multilevel concept with the capacity to assist scholars’ 

explorations of relations between multiple research domains at micro, meso and macro 

levels (Brown 2001; Ravasi and van Rekom, 2003; Oliver, 2015). The primary level of 

analysis for the process perspective is, essentially, multilevel because social construction 
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assumes interactions and reciprocal influences between the individual and collective levels 

of analysis (Johnson et al; 2006). The current study adopted a processual-contextual 

approach which means that rather than focusing on stable and essentialist conceptions of 

identity, the focus was on the complex processes which constitute identity, including its 

relational and associative nature as an outcome of collective interactions (Oliver, 2015). 

Therefore, at the individual level of analysis, the identity dynamics of the lived experiences 

of faculty staff members were explored in the context of a strategic change process. 

However, on the organisational level, the study attended to how identity is formed and 

constructed in an organisational context (Cornelissen, Haslam & Balmer, 2007).  

 

The current study takes on a dynamic and social constructive perspective on identity, 

which is positioned within the “identity work” literature (Balogun et al; 2015:452). Barney, 

Bunderson, Foreman, Gustafson, Huff, Martins, Reger, Sarason and Stimpert (1998) 

comment that identity is also seen as a process of sensemaking. Since the current study 

investigates and reports on how members of an organisation make sense of their 

organisation and their environment during a strategic change process, it is important to 

draw attention to the idea of identity and strategy as sensemaking (Barney et al; 1998) 

along with organisational narratives (Balogun et al; 2015). The current study uses 

narrative analysis as a way of getting ‘close with’ the meanings, interpretations and actions 

of individuals as they link identity and praxis (Balogun et al; 2015). The next section 

discusses narratives as a discursive approach to analysing the concepts of identity and 

legitimacy. 

 

 

2.2.11 Organisational narratives, strategy and concepts of identity and legitimacy 

 

Literature shows an increasing interest in discursive aspects of strategy, with various 

discursive approaches such as critical discourse analysis, narrative, rhetoric, conversation 

analysis and metaphor (Vaara & Tienari, 2008; Fenton & Langley, 2011; Balogun et al; 

2014; de la Ville & Mounoud, 2015). These discursive approaches have become 

increasingly popular in social research, including organisation and management studies 

(Boje, Oswick & Ford, 2004, Grant, Hardy, Oswick & Putnam, 2004; Vaara & Tienari, 
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2008; Rouleau & Balogun, 2011; Duffy & O’Rourke, 2015). The potential of a narrative 

perspective has been particularly recognized in the growing body of literature on narrative, 

strategy, and strategic change (Sonenschein, 2010; Fenton & Langley, 2011; Vaara & 

Tienari, 2011; Brown & Thompson, 2013; Holstein et al; 2018). In the current study, the 

exploration of the use of narratives is on organisational processes during strategic change, 

and construction of internal legitimacy and identity claims; as well as on narratives about 

the future of an organisation (Balogun et al; 2014). The discursive view is considered a 

useful approach as it has the ability to transcend boundaries, both between theoretical 

domains, such as sociomateriality, sensemaking and power and between types of analysis 

(Balogun et al; 2014:195). Discursive approaches have the ability to provide an 

understanding of how complex social processes generate crucial organisational outcomes, 

subsequently advancing the understanding of both strategy and practitioners (Balogun et 

al; 2014:195). 

 

The discursive literature on strategy has a close connection with the SAP literature 

(Mantere, 2013). This is because “strategy work involves talk in all its forms – rumours and 

gossip, formal strategy meetings, mission and vision statements – which is consequential 

for constructing and making sense of and communicating strategy” (Balogun et al; 2014: 

175). Beech and Johnson (2005), for example, use narrative analysis to study identity 

work in a time of strategic change. Strategy work is also embedded in institutionalized 

practices and processes such as strategic planning, strategy workshops, strategy 

meetings, and their accompanying tools and artefacts (Balogun et al; 2014). These socio-

material aspects and innately discursive resources assist in shaping the strategy work 

being performed (Balogun et al; 2014).  

 

From a narrative perspective, strategy and change involve processes of diverse 

individuals who interact and compete to dominate the future direction of an organisation 

(Brown & Humphreys, 2003; Buchanan & Dawson, 2007; Thomas et al; 2011). Fenton and 

Langley (2011) point to the potential of narratives to unpack the socially constructed 

nature of concepts such as strategy, strategist and strategising. They recognise that 

“narrative elements contribute to defining the nature of the activities in which people are 

engaged as strategic and the way in which the identities of ‘strategy practitioners’ are 
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subjectively constructed” (Fenton & Langley, 2011:1189). Landua, Drori and Terjesen 

(2014:3) argue that during planned changed, managers engage in the construction of 

multiple narratives for achieving both external and internal legitimacy for the change. 

However, empirical work in the area of narrative, strategy and strategy change remains 

limited (Balogun et al; 2014), particularly when taking into account issues of identity and 

legitimacy.  

 

Narrative analysis can be useful to inform the practitioner-praxis foci by highlighting the 

objects and actions to which the strategist directs attention, as well as serve to “announce 

and enact who they are” (Creed & Scully, 2000:391). Balogun et al. (2015:452) contend 

that “narrative practices are a form of identity work, as they construct and represent 

characters as having particular identities”. Rhodes and Brown (2005) argue that 

organisational identity is constructed and reconstructed via organisational narrative and 

storytelling. Narrative analysis can therefore offer insight into praxis and offers a useful 

framework for analysing the experiences of strategists and uncovering the inter-relations 

between identity construction, praxis, and practice (Balogun et al; 2015). 

 

Legitimacy management also has a strong link with organisational narratives (He & 

Baruch, 2009). Stories or narratives are core to understanding employee socialization, 

learning, collective meaning and processes of change (Humphreys & Brown, 2002), and 

are centrally involved in the emergence and maintenance of legitimacy at the 

organisational level of analysis (Golant & Sillince, 2007). Narratives are both a legitimate 

and the most appropriate means for representing actions and events in organisations (Van 

Maanen, 1988). Landua et al. (2014) summarises how multiple narratives shape internal 

legitimacy in three ways: firstly, legitimacy is created by narratives when events and 

practices are translated and when different interpretations and meanings of the 

organisation’s past and present are reconciled in order to influence members to accept 

future changes (Bartel & Garud, 2009). Secondly, internal legitimacy is constructed when 

social actors develop alternative narratives to endorse the change which involves actors 

interpreting the social context differently (Landau et al; 2014). Thirdly, seeking legitimacy 

involves using narratives from which symbols and practices are selected, composed, and 
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applied to generate legitimacy and to delegitimize opponents (Mizrachi, Drori & Anspach, 

2007; Hudson & Okhuysen, 2009).  

 

A narrative approach also has particular relevance to studies of sensemaking and change, 

as language and narratives are key to organisational sensemaking and meaning creation 

(Boje, 2001; Weick, 2001). Narratives enable the search for the multiple and often 

conflicting meanings around change that research rarely brings to the fore, and these 

narratives are important in understanding how change unfolds (Maitlis & Sonenshein 

2010; Sonenshein, 2010; Maitlis & Christianson, 2014). 

  

The current study applied a narrative approach towards analysing strategic practices and 

processes and focused on storytelling. By adopting a narrative approach, the study takes 

on a type of biographical method in order to carry out in-depth studies of strategising 

practices (Fenton & Langley, 2011). The current study focuses on individuals, who were 

asked to narrate their experience and provide their own accounts of the significant 

changes they had gone through over time within a strategic change process. Rouleau 

(2015:462) refers to this as “narratives of practice” or “narrative-based practice”  

 

The study also situates itself within Mishler’s view of narratives “as praxis” (1999:17) as 

the study views personal experiences and life stories as “socially situated actions; identity 

performances; and fusions of form and content” (Mishler, 1999:18). Furthermore, similar to 

scholars such as Sonenshein (2010:480) and Balogun et al. (2015:962), the current study 

views narrative as a “discursive construction” where actors use narratives as a tool to 

make sense of and give sense to others about events and as an outcome of collective 

meaning construction.  

 

The current study investigated how the relational and interpretive contexts in which faculty 

staff members are embedded together shape its particular meaning constructions, as 

revealed in the participants evolving narratives over time and their actions taken in 

response to change. Narratives are therefore crucial discursive tools through which power 

operates both in its positive and negative manifestations and expression (Tamboukou, 

2015). In line with the above discussion, both narratives and stories are interchangeable 
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terms and Tamboukou (2015) refers to this as narrative-as-discourse or narratives-in-

discourse.   

 

2.2.12. Identity and legitimacy dynamics during strategic change processes 

 

Both identity and legitimacy have been researched extensively across various fields and 

disciplines. Since the current study focused specifically on micro-practices and processes 

within a strategic change process, the discussion that follows will focus only on exemplar 

studies that have been conducted within a micro-perspective.  

 

Gioia and Chittipeddi (1991) were some of the first scholars to link sensemaking and 

sensegiving to strategic change initiatives, in their seminal paper “Sensemaking and 

Sensegiving in Strategic Change Initiation”, cited more than 2800 times according to 

Google Scholar (Gehman, Glaser, Eisenhardt, GIoia, Langley & Corley, 2018). They noted 

that organisation change, in general, had received significant studies over the years; 

however, the distinctive character of strategic change, remained significantly under-

studied. Notably, their research was conducted within a university setting and they noted 

how universities were changing and needed to “act strategically”, predicting how strategic 

change in academia was more likely to occur on a wider scale in the future (Gioia & 

Chittipeddi, 1991). While they didn’t specifically focus on constructs such as identity and 

legitimacy, they did provide insight into the notion of “ambiguity-by-design” as a more 

manageable approach for alternating existing interpretative schemes and launching 

change efforts more appropriately within business organisations (Gioia & Chittipeddi, 

1991:433). In a later study, Gioia and Thomas (1996) focused on the HE environment 

again, and focused on identity, image, and issue interpretation during strategic change in 

academia (Gioia & Thomas, 1996). Eckel and Kezar (2003) built on Gioia’s and Thomas’s 

(1996) study of change and applied a sensemaking framework to study transformational 

change at 28 different campuses. Their study showed how deep change in higher 

education require individuals to go through a meaning construction process to rethink 

existing understandings, a process referred to as organisational sensemaking (Kezar, 

2013).  
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In terms of identity dynamics, Gioia and Corley, conducted important work on the notion of 

“identity ambiguity” (Gioia & Corley, 2004:173) within strategic change processes. Gioia 

and Corley (2004) provided insight into the more dynamic nature of identity and paved the 

way for future scholars to take on a more dynamic view on a construct that was previously 

viewed as stable. While the studies by Gioia and colleagues provided seminal 

developments in the field of identity and strategic change processes, they focused 

dominantly on the top management perspective.  

Pederson and Dobbin (2006) conducted a comprehensive review of studies on 

management schools and derived four models of how organisations bridge two processes: 

organisational identity formation and inter-organisational construction of legitimacy, to 

internalize practices from the organisational field. They argue that the antinomy between 

the central findings of neo-institutional and organisational culture theories reflects a wider 

social process in which organisations “create legitimacy by adopting recognizable forms 

and create identity by touting their uniqueness” (Pederson & Dobbin, 2006: 898). They 

note that insufficient attention had been given to the bridges between these two processes 

of sameness and differentiation. 

 

As mentioned in Chapter 1 of this thesis, limited research has considered both identity and 

legitimacy dynamics simultaneously during processes of strategic change. Some scholars 

such as Pederson and Dobbin (2006) have alluded to the duality or link between these two 

constructs. Other scholars have hinted at the duality between identity and legitimacy (e.g. 

Humphreys & Brown, 2002; Clegg et al; 2007; Sillince & Brown, 2009, He & Baruch, 2009; 

Brown & Toyoki, 2013; Steholm & Hytti, 2013). For example, Clegg, Rhodes and 

Kornberger (2007) examined the process of organisational identity formation in emerging 

industries, focusing particularly on business coaching. Their findings suggest that 

organisational identity is best understood in terms of the relationship between temporal 

difference and special difference. While their discussion has important implications for the 

understanding of organisational identity, a main limitation of the study was that their 

empirical examples drew from principals of firms and did not analyse organisational 

members themselves. He and Baruch (2010) studied how organisational identity and 

organisational legitimacy interplayed within two British building societies during 

environmental changes over two decades. Sillince and Brown (2009) analysed how 
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multiple organisational identities are constructed through rhetoric to maintain and enhance 

the legitimacy claims made by organisations. Sahaym (2011) investigated legitimacy and 

identity issues in the context of a spin-off process. The study found that a combination of 

the processes of sensegiving by a proactive leadership and applied sensemaking by the 

members is critical in resolving identity ambiguity (Sahaym, 2011:2210). Brown and Toyoki 

(2013) analysed the linkages between identity work and internal legitimacy within a prison 

and showed how people’s talk about their selves affirms or contests the internally ascribed 

legitimacy of organisations. 

 

Within the business school context, Petriglieri and Petriglieri (2010) contribute to identity 

work literature by introducing the concept of identity workspace. They draw on two 

research streams: the identity work in sociology, social psychology and organisational 

behaviour, and literature on systems psychodynamics. Lejeune, Schultz and Vas (2015) 

looked at how an accreditation process influenced the dynamics of organisational identity 

in business schools. In particular, they looked at the relationship between image and 

identity, or culture and identity within the business school context. They utilised Hatch and 

Schultz's (2002) framework of identity dynamics to gain a better understanding of 

processes of identity dynamics during accreditation processes. Lejeune et al. (2015) noted 

that further research should include a more in-depth study of the actions and difficulties 

faced by practitioners within business schools to adapt to accreditation criteria.  

 

Pederson and Dobbin (2006) remark that one of the challenges of models depicting the 

duality between identity and legitimacy has been in detailing more concretely the types of 

social transformation processes through which the dual processes of identity formation 

and legitimacy occur. In a recent article by Harley (2019:291), he asserts that formal 

rationality predominantly defines the contemporary business schools, and he proposes 

that change should focus on individual actions instead of institutional models. Kitchener 

and Delbridge (2020) call for research approaches that pursue organizational change in an 

indirect or oblique manner, rather than a fully planned, top-down and linear way. The study 

by Kitchener and Delbridge (2020) is one of the first studies to link Chia and Holt’s (2009) 

notion of wayfinding to strategic action within the business school context.   
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Evidently, a broad range of research has been conducted on these constructs; however, 

limited studies have acknowledged the more subtle nature of strategic change processes 

and how both legitimacy and identity dynamics are embedded in the processes and 

practices within an evolving context (Lejeune et al; 2015). Fumasoli and Stensaker (2013) 

argue that to account for the complexity of university contexts, we need a more accurate 

view on dynamics of organisational change in the university sector. The next section views 

studies within the SAP perspective and positions the current study within the literature 

from this perspective.  

 

2.3 STUDIES IN THE HE CONTEXT USING THE SAP FRAMEWORK 

The purpose of this section is to provide an overview of SAP studies that were conducted 

within the HE context.  

 

2.3.1 Research in the HE context using the SAP framework 

 

Within the SAP framework, Jarzabkowski remains one of the main contributors in terms of 

studies focusing on the higher education context. In earlier studies, Jarzabkowski (2003, 

2005) analysed how strategic practices were implicated in sustaining or changing patterns 

of strategy activity over time within three UK universities. At the time, Jarzabkowski (2003) 

argued that universities are a relevant but neglected context for the study of strategic 

action. A number of studies followed, in collaboration with other scholars, and focused on 

various aspects of strategic action within a university setting. Table 2 provides a summary 

of studies within the SAP framework that has focused on the HE context.  

 

Table 2: Main themes covered within the SAP framework focusing on the HE context 

Theme Author/year Context 

Strategic action Jarzabkowski (2003) UK universities 

Strategic action Jarzabkowski & Wilson 
(2002) UK universities 

Strategising Jarzabkowski & Seidl (2008) UK universities 
Strategising behavior in 
shaping strategic change 

Jarzabkowski (2008) 
 UK universities 

Shaping strategy through Spee & Jarzabkowski (2011) UK business school 
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rhetoric 
Strategic action and 
ambiguity 

Sillince, Jarzabkowski & 
Shaw (2012) UK business school 

Sensemaking and responses 
to strategic change 

Balogun, Bartunek & Do 
(2015) UK university 

Impact of managerialism on 
strategy work of middle 
managers 

Davis, Jansen van Rensburg 
& Venter (2016) SA university 

Strategic change and joint 
accounts Spee & Jarzabkowski (2017) UK university 

Organisational culture 
approach 

Berisha, Mustafa & Ismail 
(2018) Kosovo university 

Tensions between macro 
intentions and micro actions 

Meyer, Pascuci & Meyer 
(2018) Brazilian universities.  

Social interactions shaping 
strategy Bezuidenhout, G (2020) SA private higher education 

institutions 
Source: Own compilation 

 

Within the SAP literature, the focus has predominantly been on strategy-making 

(Whittington, 1996; Johnson et al; 2003). Recently, there has been a growing interest on 

the focus of strategic change and how individuals and groups respond to strategic change 

(e.g. Jarzabkowski, 2008; Balogun et al; 2015; Spee & Jarzabkowski, 2017). In one of 

their more recent articles, Jarzabkowski, along with Spee, consider how participants enact 

multiple roles in making meaning about strategic change within a pluralistic context (Spee 

& Jarzabkowski, 2017). However, despite the need to focus on individuals and their 

responses to change, most SAP research still share a mostly managerial perspective 

(Clegg, Carter, Kornberger & Schweitzer, 2011:133; Kezar, 2013) focusing either on top or 

middle managers and senior management teams (for example Jarzabkowski, Lé & Van de 

Ven, 2013; Balogun et al; 2015; Davis, Jansen van Rensburg & Venter; 2016; Spee & 

Jarzabkowski, 2017). Non-executives and the role played by academic managers and 

professors as strategic agents are typically left out in both SAP research and conventional 

strategy research (Clegg et al; 2011:133; Meyer et al; 2018). There is increasing 

recognition of the importance of involving other employees beyond management ranks in 

strategy processes, consistent with the emerging concept of “open strategy” (Hautz et al; 

2017; Seidl et al; 2021).   
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As mentioned in Section 2.2.6, there have been recent calls to combine the SAP approach 

with a “strong process ontology” in order to explore intersections of processes and 

practices (Kouamé & Langley, 2018; Burgelman et al; 2018). In a comprehensive review of 

articles that have adopted this combinatory approach, Burgelman et al. (2018) puts forth 

six avenues for further research, focusing on the following themes: (1) temporality, (2) 

actors and agency, (3) cognition and emotionality, (4) materiality and tools, (5) structures 

and systems, and (6) language and meaning.    

 

The current study aimed to respond to the calls for SAP research to focus more on, firstly, 

processes and practices associated with strategic change, and secondly, research 

involving individuals beyond management ranks. Consequently, the current study situates 

itself within the combinatory perspective suggested by Burgelman et al. (2018). By doing 

so, the current study responded to a number of themes identified by Burgelman and aimed 

to provide insight on (1) temporal issues within a strategic change process setting; through 

focusing on (2) actors and their agency within strategic change processes; as well as 

aspects of (3) cognition and emotionality through focusing on a meta-problem that 

examines how participants make sense of identity and legitimacy dynamics during a 

strategic change process. In addition, the current study examines (4) the use of materiality 

and tools during strategic change processes. Lastly, the current study aimed to 

understand the dual role of structures and systems, and how they accomplish strategy 

work (Burgelman, et al; 2018).  Jarzabkowski, Lȇ and Balogun (2019) noted that many 

studies have viewed strategy and structure as entities that exist outside the practices and 

processes of those who enact them, while few studies have discussed how strategy and 

structure change together over time.  

 

While numerous studies using the SAP framework have focused on HE settings, no 

exemplar studies could be found that focused specifically on legitimacy and identity 

dynamics, viewing them both as-process (from a dwelling worldview perspective) within a 

South African business school context. In addition to the studies above, a general search 

on the University of South Africa (UnisaETD) electronic thesis and dissertation database 

as well as SABINET database was conducted. No dissertation was found that investigated 
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these two constructs simultaneously, from a dual practice-process perspective and within 

a dwelling worldview orientation.  

 

2.4 SUMMARY OF THE KEY ONTOLOGICAL AND METHODOLOGICAL 

ASSUMPTIONS GUIDING THE CURRENT STUDY 

Traditional strategy perspective, from an ontological perspective, has relied mostly on 

objectivism and positivism as the dominant epistemological position (Nini, 2016). This 

traditional approach has been criticized for being an overly detached approach to the field 

of strategy research (Whittington, 2004). The main argument against this approach is that 

the “work of strategy” is left out of the picture (Spee & Jarzabkowski, 2011). A practice 

lens therefore performs an ontological reversal from an understanding of strategy and 

structure as largely stable entities, and instead views strategy and structure as emerging 

in the interactive exchanges between actors (Jarzabkowski, Matthiesen & Feldman, 2009). 

The current study departs from the prescriptive nature of the traditional strategy 

perspective. Instead of focusing on formal planning, rational resource assignment and top 

down led action to achieve certain goals (Nag, Hambrick & Chen, 2007; Ronda-Pupo & 

Guerras-Martin 2012), the study provides data sources that bring to the fore what actors 

(outside of top and middle management) think, what they say, and what they do when they 

engage in strategising during a strategic change process. The main ontological 

assumptions guiding the current study are discussed below. 

 

A practice lens makes the claim that practices shape reality (Orlikowski, 2010). The study 

therefore takes the ontological stance that practices matter and should be investigated 

when studying organisational reality (Orlikowski, 2010). Attention is directed away from 

macro-processes to varying aspects of the minutiae of strategising (Chia & Holt, 2009). 

There is thus a pull towards a revised vocabulary for theorizing strategy practice, with new 

terms and phrases such as ‘activity-based view’, ‘core micro-strategies’, ‘micro-level 

processes’, ‘micro-practices’, ‘micro-perspective’, ‘strategic activities’, ‘strategic practices’, 

and ‘nitty-gritty’ (Chia & Holt, 2009:121). The SAP research agenda therefore maintains 

that original insights will be gained from studying strategy-making, and through 
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investigating the myriad of micro-actions, interactions, and negotiations between actors 

(Whittington, 2003, 2006; Jarzabkowski et al; 2007). 

 

The current study treats practices as the focal lens through which to inquire into social 

reality and responds to calls for the study of “micro processes” (Johnson et al; 2003) and 

strategy “practices” (Jarzabkowski, 2003). Orlikowski (2010) points out that a practice 

perspective is particularly well positioned to address organisational phenomena that are 

posited to be relational, dynamic and emergent (Orlikowski, 2010) such as a strategic 

change process. This is because such a perspective involves a theoretically grounded 

understanding of the recursive interaction between people, practices, activities and 

contexts (Orlikowski, 2010). 

 

In terms of a processual approach, five ontological assumptions are important (Pettigrew, 

1992:8):  

1. Social reality is not a steady state but is viewed as a dynamic process. 

2. The social process is constructed or created by individual or collective groups 

through their actions. 

3. Social life is a process of structural emergence via actions where the tensions 

between action and structures is critical in moving the process forward. 

4. Action occurs in the context of encountered structures; which means that structures 

are both viewed as shaping and shaped, while actors are viewed as both producers 

and products. 

5. The interchange of action and structure occurs in time and is cumulative. From a 

practice perspective, neither action nor structure are privileged, rather it is the 

interaction between the two which is given prominence (Orlikowski, 2000; 

Jarzabkowski & Kaplan, 2015). 

 

The study is not concerned with an objective reality, but with lived experiences and the 

mutual constitution of actors and their worlds (Jarzabkowski & Whittington, 2008: 104). 

The basic principle of the ontological view is that strategy is a narrative or story about the 

relationship between characters, plot, and the identities of narrators (Sonsino, 2005). Both 
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identity and legitimacy are viewed as social constructions as well as an interactive process 

(Suddaby et al; 2017).  

 

The ontological approach described above generally involves a hermeneutic and 

interpretative methodology (Kupers, Mantere & Statler, 2013). From a methodological 

view, the SAP lens provides a research framework within which to develop more accurate 

descriptions and richer theoretical understandings of doing strategy during a strategic 

change process (Jarzabkowski, 2008). The current study responds to a call for an 

exploration of methods that observes and understands the longitudinal and processual 

dynamics of practices, routines and actions of the situated actors (Chia & MacKay, 2007; 

Müller & Kunisch, 2018; Hernes & Schultz, 2020). 

 

There are important methodological implications when utilising a practice lens, in terms of 

the type and use of research methods and for the kinds of empirical contexts that are 

perceived as suitable for a study (Jarzabkowski & Kaplan, 2015). A commitment to the 

practice lens involves a commitment to field methods such as observations, interviews with 

participants, reviews of documents and tools. For the current study, a combination of 

observations, voice-recorded diaries, one-on-one interviews, review meetings, and review 

of documents was deemed necessary (described in Chapter 5). Such a process required a 

deep engagement in the field, which resulted in qualitative data that was rich and complex 

to analyse, but provided the necessary insights about the multifaceted, day-to-day realities 

of how strategy is actually practiced (Jarzabkowski & Kaplan, 2015) within a strategic 

change process. Immersive practice studies are much more likely to be directly relevant to 

the practitioners and contexts studied (Orlikowski, 2010). This deep engagement allowed 

for findings to be generated that were highly applicable to the situation at hand. The 

research methodology design is discussed in depth in Chapter 5 of this dissertation. 

 

2.5 THE SENSEMAKING PERSPECTIVE 

The next area of research that influenced and guided the study as well as provided the 

conceptual foundation is the sensemaking perspective. Sensemaking represents a body of 

theory and methodological observations originally articulated by Weick (1979; 1995), and 
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which has now become a very important topic in the study of organisations (Maitlis & 

Christianson, 2014:58). The study is positioned within the SAP and sensemaking 

literatures that bring to the fore the agency of organisational groups and individuals, and 

the need to address both structure and action (Bartunek 1984; Pettigrew, 1985). The 

acknowledgement of the need to understand the agency of those outside of managerial 

positions suggests a need to study their interpretations of change, and thus the 

appropriate conceptual foundation chosen for the study was the sensemaking perspective. 

The discussion that follows begins with Weick’s original view of sensemaking and 

concludes with a definition of sensemaking, which is deemed appropriate for  

the current study. 

 

Weick introduced the notion of sensemaking to capture what it is that strategists do when 

they do strategy (Weick, 1995). He conceives sensemaking as a retrospective, cognitive 

process where attention and meaning creation are “directed backward from a specific 

point in time” and involves the “ongoing retrospective development of plausible images 

that rationalize what people are doing” (Weick, 1995:26). Sensemaking is thus defined as 

the “ongoing retrospective development of plausible images that rationalize what people 

are doing”. Two key assumptions depicted here is that sensemaking includes firstly, the 

concern with human cognition conceived as cognitive frames or schemas. Secondly, the 

process of enactment implies a recursive interaction between actions and interpretations 

(Weick 1979; 1995). Weick predominantly conceives sensemaking as retrospective, 

however he does acknowledge that sensemaking can extend past the present combining 

retrospect and prospect (Weick, 1995; Weick, 2005). Most studies have however focused 

on retrospective sensemaking and only a few have explored future-orientated aspects of 

sensemaking (Gephart, Topal & Zhang, 2010). For the purpose of the study, sensemaking 

is conceived as both prospective and retrospective as the study addresses both 

anticipatory sensemaking of certain aspects of the strategic change process, as well as 

retrospective accounts of how individuals make sense of this change process. 

Sensemaking is also viewed as a process of social construction (Berger & Luckerman, 

1966) as the individuals involved in the change process play a role in constructing the 

situations they are trying to comprehend (Weick, 1995; Weick et al; 2005; Sutcliffe, 2013).  
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The next section begins with a discussion on the use of sensemaking within the SAP lens. 

The discussion then continues with explanations of why concepts of identity, legitimacy, 

and strategy can be considered as sensemaking activities. Lastly, this section looks at 

sensemaking in relation to organisational change. 

 

2.5.1 The use of sensemaking in SAP research 

 

Sensemaking has regularly been invoked as a theoretical foundation of the SAP field and 

has become a central activity in the study of SAP (Fenton & Langley, 2011; Balogun et al; 

2014; Cornelissen, Mantere & Vaara, 2014; Cornelissen & Schildt, 2015). Sensemaking 

has a broad appeal across SAP research, as well as in management and organisation 

studies more generally because of its broad scope and interconnections with a range of 

topics and constructs (Cornelissen & Schildt, 2015). Gioia (2006:1719) contends that 

sensemaking “is the predominant way of going about our most essential human task 

namely understanding how people make sense of experience.” In its broadest sense, 

sensemaking refers to a category of empirically observable practices, mostly related to 

instances of individual thought and group conversations relating to strategy (Balogun et al; 

2014). For the purpose of the current study, sensemaking is seen as the process through 

which individuals work to understand, novel, unexpected or confusing events (Maitlis & 

Christianson, 2014); and involves giving meaning to the situations and events that 

constitute everyday life (Corley, 2002).  

 

According to Weick et al. (2005:409), strategy emerges from local acts of sensemaking. 

Here the assumption is that the order in organisational life comes just as much from the 

“subtle, the relational, the oral and the momentary as it does from the conspicuous, the 

large, the substantive, the written, the general and the sustained” (Clegg et al; 2011:137). 

The value of using a sensemaking approach, within the SAP domain, is made evident in 

Weick’s (1995) discussion of the seven properties of sensemaking in organisations. Firstly, 

sensemaking is interested in the social context in which meaning is constructed (Smerek, 

2011). This means that sensemaking is not only an individual process but is also 

influenced by the combined effort of others (Weick, 2008). Sensemaking can also be seen 

as a social process that takes place in relational contexts (Balogun et al; 2015), and this 
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emphasis on the social process highlights the relational manner in which thinking, and 

behaviour occur (Smerek, 2011).  

 

Secondly, this perspective also emphasizes immersion and Weick et al. (2005:410) 

describe this experience as “being thrown into an ongoing, unknowable, unpredictable, 

streaming of experience in search for answers to the question “what’s the story?”. The 

question of “What is the story here?” links to the third property, "plausibility" (Weick, 

2008:3). Sensemaking is about creating meaning that is necessary in order to proceed 

with change projects (Weick, 2008). This suggests that plausibility rather than accuracy is 

the ongoing standard that guides learning (Weick et al; 2005). Next, sensemaking is 

grounded in identity construction; so, who people think they are in their context shapes 

how they see the world (Currie & Brown, 2003; Weick, Sutcliffe & Obstfeld, 2005). 

Sensemaking is also based on the meaningful lived experiences of individuals (Schultz, 

1967), which makes sensemaking [largely] retrospective as actors draw on their 

experiences to make sense of what they are currently doing (Labianca, Gray & Brass, 

2000).  

 

Sensemaking within the SAP framework departs to some extent from some of Weick’s 

conceptions, as it takes on a more phenomenon-based approach to sensemaking 

(Cornelissen & Schildt, 2015). Sensemaking as it is currently used in most SAP research 

largely represents the empirical phenomenon of talking and thinking (Cornelissen & 

Schildt, 2015). While this may seem to devalue the research tradition prescribed by Weick, 

Cornelissen and Schildt (2015:356) are of the opinion that this approach helps to 

demystify sensemaking in a positive way. This is because sensemaking is seen to be a 

social process (Maitlis, 2005:21) that occurs “in the imagined or actual presence of others” 

and takes into account cognitive modes represented by the symbols and language of the 

organisation (Degn, 2015:904). Cornelissen and Schildt (2015:356) point out that the 

central question in strategy practice has to do with the “when, why, how and with what 

consequences individuals and groups think and talk about ambiguous issues around 

strategy.”  
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As mentioned earlier, there is a growing demand for organisational research that is both 

theoretically rigorous and relevant to practice (Colville, 2009: 162). However, achieving 

what Pettigrew (1997) refers to as the “double hurdle” has shown to be very difficult. 

Colville (2009: 163) argues that when sensemaking is understood as both a resource and 

a topic, it provides an understanding of this double hurdle and also offers the possibility of 

bridging it. 

 

2.5.2 Sensemaking and concepts of identity and legitimacy  

 

Sensemaking is a critical organisational activity (Weick, 1995) for all stakeholders within 

an organisation. For top managers, sensemaking activities such as environmental 

scanning and issue interpretation are key activities which have shown to influence 

organisation decisions and strategic change (Thomas, Clark & Gioia, 1993; Gioia & 

Thomas, 1996). For other stakeholders, sensemaking affects how they construct their 

identities (Pratt, 2000) and respond to organisational crises (Gephart, 1993).  

  

Weick (1995) highlights the critical importance of identity construction processes in 

sensemaking within organisations. Weick (1995) argues that you cannot make sense 

without some sense of who you are. In contributing to Weick’s argument, Barney et al. 

(1998:19) state that in order to exist, you have to act, and to act, you have to have some 

sense of who you are and some sense of what you are trying to do. When faced with an 

ambiguous or confusing situation, people tend to respond with questions of identity, such 

as “who are we?” and “how do we do things?” (Mills, 2010:1889). The process of 

constructing answers to these questions can be seen as sensemaking, where individuals 

(or organisations) connect aspects such as events and ideas with cognitive frames in 

order to construct a working story of identity. Factors that could contribute towards an 

organisational member's sensemaking of organisational identity, could be a member's 

personal experience and characteristics, organisational strategies and practice, the 

environments where the organisation chooses to operate/compete and the organisational 

culture (He & Baruch, 2010). 
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Weick et al. (2005) argue that although sensemaking and institutional theory come from 

diverse positions, they can be reconciled if the focus is on mechanisms that link micro-

macro levels of analysis and the attention is on structuring and conversing as well as 

structures and text. Legitimacy is usually viewed as an asset “owned by a certain actor”; 

however, more recent research view legitimacy as a social evaluation made by others 

(Suddaby et al; 2017:50). This legitimacy evaluation encompasses sensemaking of 

collective actors (Daft & Weick, 1984) as well as individuals (Tost, 2011). Sensemaking 

(and sensegiving) also result from unconscious processes that are related to actors’ 

practical experience (Gioia & Mehra, 1996). This means that tacit knowledge seems to be 

as important to sensemaking as it is the explicit, conscious knowledge that surrounds the 

intended strategic change. This use of tacit knowledge matters as much as formal 

discourses in gaining legitimacy for implementing strategic change (Rouleau, 2005).  

 

2.5.3 Organisational change as sensemaking 

 

Within an organisational change context, sensemaking can be defined as a social process 

of “meaning construction and reconstruction by the involved parties as they attempt to 

develop a meaningful framework for understanding the nature of the intended strategic 

change” (Gioia & Chittipeddi, 1991: 442). Furthermore, within this context, organisational 

sensemaking is seen as a cyclical, ongoing social process of interpretation and action 

(Maitlis, 2005:21). It involves the process of building an understanding of ambiguous or 

complicated phenomena (Brown 2015; Jansson, Lunkka, Suhonen, Merlianen & Wiik, 

2020) and includes practices, conversations, documents, and storytelling (Boje, 1991; 

Gephart, 1993).  

 

Research shows that sensemaking plays a central role in processes of strategic change in 

organisations (Gioia & Chittipeddi, 1991; Gioia et al; 1994; Gioia & Thomas, 1996) since 

such change requires a cognitive reorientation; a shift in the shared interpretive schemes 

that direct the way the members of an organisation conceive their organisation and their 

environment (Bartunek, 1984; Gioia & Chittipeddi, 1991; Balogun & Johnson, 2004; 

Mantere et al; 2012). In addition, sensemaking theory has also been applied in studies on 

change, providing insights into sensemaking and sensegiving processes of lower 
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organisational levels and how they coincide with corporate intentions (Balogun & Johnson, 

2004; Maitlis, 2005). Sensemaking activities play a critical role in dynamic and turbulent 

contexts, in creating and maintaining coherent understandings that enable collective action 

(Weick, 1993). The current study draws on sensemaking theory to identify and understand 

individual interpretative responses to change, and their accounts of how they have made 

sense of these changes (Stensaker & Falkenberg, 2007). In line with previous research, 

the current study views individuals not as passive recipients of change, but as active 

agents who respond to and interpret change, and who are critical in shaping and modifying 

the change initiative (Whittington, 2003; Balogun & Johnson, 2005; Stensaker & 

Falkenberg, 2007). 

 

Sensemaking as suggested by Weick et al. (2005:410) is about transience rather than 

constancy: 

“The language of sensemaking captures the realities of agency, flow, equivocality, 

transience, re-accomplishment, unfolding, and emergence, realities that are often 

obscured by the language of variables, nouns, quantities and structure.” 

 

From the above definition it is evident that the language of sensemaking conveys the 

notion that change is the constant. However according to Tsoukas and Chia (2002), it is 

not about the step-wise type of change suggested by Lewin’s (1951) model of “unfreeze-

change-refreeze”; as this model is limited in two key ways: it only studies certain types of 

meanings constructed by managers and employees; and it overlooks the perspective and 

responses of recipients of change (Balogun & Johnson, 2004, 2005; Bartunek, Rousseau, 

Rudolph & DePalma, 2006). Instead Tsoukas and Chia (2002) refer to the continually 

changing characteristic of organisations. Organisations are always in a dynamic ongoing 

process which is conveyed by the term “organisational becoming” (Colville, 2009:166). 

From this viewpoint, sensemaking is viewed as an ongoing and continuous process 

influenced by practices and materiality (Nicolini, 2012; Maitlis & Christianson, 2014; Brown 

et al; 2015; Orlikowski & Scott; 2015). The current study adopts this view of “becoming” 

and acknowledges Weick & Quinn's (1999:381) view that “change never starts because it 

never stops”. However, for the purpose of the current study the event was delimitated to a 
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two-year period, as Colville (2009:612) states that without delimiting of an organisational 

event “there is nothing for sensemaking to work on.”  

 

Sensemaking also takes place in interpretive contexts (Weick, 1995 Gioia & Thomas 

1996). The meaning of change events and actions constructed by change recipients are 

influenced by their frame of reference (Balogun et al; 2011; Bartunek et al; 2006; 

Sonenshein, 2010), which in turn arise from their collective and shared historical contexts 

(Balogun & Johnson, 2004, 2005; Kaplan & Tripsas, 2008). These interpretative frames or 

frames of reference are central to meaning construction (Balogun & Johnson, 2004). The 

study is therefore also influenced by the interpretative paradigm which is discussed in 

depth in Chapter 5 of this dissertation.   

 

2.6  CHAPTER CONCLUSION 

This chapter covered important conceptual, ontological, and methodological assumptions 

guiding the study. The chapter began with a discussion on the development and 

appropriateness of the SAP perspective as the predominant practice lens guiding the 

study. This was followed by a discussion on important theories and domains that 

influenced the SAP domain. The chapter ended this section with a discussion of the key 

ontological and methodological assumptions guiding the current study. The study 

acknowledges the need to move away from strictly positivist research and responds to 

calls for more epistemological and theoretical depth in SAP research. The chapter 

concludes with a discussion on the sensemaking perspective as the key conceptual lens 

through which the study was conducted. 

 

By drawing on a multiplicity of perspectives, the study strived for a richness that can assist 

in understanding various aspects of social activities and practices within strategic change 

processes. The study endeavoured for a more micro-level analysis and dynamic account 

of a strategic change process in order to develop a deeper and richer understanding of the 

dynamics of strategic change. This type of approach acknowledges the more subtle nature 

of strategic change processes and how both legitimacy and identity dynamics are 

embedded in the processes and practices within an evolving context. 
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CHAPTER 3: STRATEGIC CHANGE PROCESSES 

3.1 INTRODUCTION  

“A duck in the middle of a flowing river; whilst seemingly inactive, it never-the-less 

maintains equilibrium through a lot of activity below the surface.” (Nelson, 2003) 

 

The previous chapter provided the theoretical framework of the study, covering the 

conceptual, ontological, and methodological foundations guiding the study. This chapter 

reviews and discusses the relevant literature on strategic change and aims to provide a 

comprehensive synopsis of central concepts and approaches to strategic change 

processes. Organisational change literature is vast and crowded by contradictory theories 

and models. A difficulty for researchers, is the large amount of material that a researcher 

is confronted with when reviewing organisational change (Rafferty & Griffin, 2008). In 

order to make theoretical sense out of often contradictory theories, this chapter will 

inevitably focus to a greater extent on some theories and a lesser extent on others. Since 

the study positions itself within micro-organisational behaviour, the focus is predominantly 

on more micro-focused research and primary theories relating to micro-organisational 

behaviour. In reference to Nelson’s (2003) quote in the beginning of this chapter, the focus 

is therefore on the “activity below the surface” (Nelson, 2003: 19); those activities and 

processes undertaken by faculty staff members outside of top management and their role 

in strategic change within a higher education context.  

 

The chapter is structured as follows: firstly, the chapter introduces the processual-

contextual approach as the main approach used to follow a strategic change process. The 

discussion is followed by a detailed explanation of what is meant by strategic change 

within the context of the study and discusses how a processual approach was adopted 

and incorporated for the study. The next section provides a comprehensive review of 

process theories and models that have influenced the organisational change field. The 

chapter concludes with the main methodological implications of studying strategic change 

processes. Figure 6 provides the diagrammatical depiction of the structure of Chapter 3 

within the context of the current study. 
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Figure 6: The structure of Chapter 3 (Own compilation)
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3.2 A PROCESSUAL-CONTEXTUAL APPROACH TO STRATEGIC CHANGE 

PROCESSES – A SYNOPSIS OF THE LITERATURE 

 

There is general consensus amongst scholars that the current business environment is 

characterized by increasing pace and complexity of change affecting organisations in all 

industries (Tsoukas & Hatch, 2001; Garud & Van de Ven, 2002; Balogun & Johnson, 

2004; Burnes, 2004; Rafferty & Griffin, 2008; Gioia et al;  2012; Chia, 2014; Tsoukas, 

2017). Van de Ven et al. (1999) argue that this increasing pace of change and complexity 

within organisations requires a view of change as an ongoing dynamic journey, as 

opposed to a discrete event that shifts from one frozen state to the next. Traditional 

approaches to change, however, are dominated by assumptions privileging, stability, 

routine and order; and viewing stability as the norm (Colville, 2009). There is growing 

consensus amongst some scholars that change rather than stability is the norm, and the 

essence of organisation life lies in their continually changing character (Orlikowski, 1996; 

Tsoukas & Chia 2002; MacKay & Chia, 2013; Langley & Tsoukas, 2016; Bruskin, 2019). 

Consequently, there have been recent calls for more holistic and dynamic approaches 

towards assessing and understanding strategic change processes, and the complex 

environments in which they operate (Langley & Tsoukas, 2010; Langley et al; 2013; Chia 

2014; Tsoukas 2017; Burgelman et al; 2018). 

 

In his earlier work, Pettigrew argued that much research on organisational change has 

been “ahistorical, aprocessual and acontextual in character” (Pettigrew 1990:269). He 

maintained that very few studies have allowed the change process to reveal itself in 

temporal or contextual ways. He further warns against the singular theory of social or 

organisational change and indicates that one should rather take into account elements 

involving continuity and change, patterns and idiosyncrasies, the actions of individuals and 

groups, the role of contexts and structures, and processes of structuring. In this way, one 

can reveal the “deep-seated continuities and often idiosyncratic untidiness” in historical 

and social processes (Pettigrew, 1990: 94). While this call for a more processual and 

contextual approach was made evident back in the early 1990’s, researchers have 

continued to call for more research incorporating similar approaches that are more holistic 

and dynamic in nature to the study of organisational and management phenomena 
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(Langley, 1999; Garud & Van de Ven, 2002; Nelson, 2003; Langley, 2007; Melander, 

Melin & Nordqvist, 2010; Langley & Tsoukas, 2010; Langley et al; 2013; Chia 2014; 

Tsoukas 2017). There have been calls for researchers to develop perspectives to 

understand strategy processes that are flexible, adaptable and transferable between 

different organisational contexts (Melander, Melin & Nordqvist, 2010). Focus has shifted 

away from contingency approaches, shifting more towards examining fundamental and 

dynamic aspects of change and developing ways of theorising about change (Nelson, 

2003; Kunisch et al; 2017).  

 

The current study aimed to contribute towards the growing interest and debate on dynamic 

and holistic approaches to change by following a processual-contextual approach and by 

helping to open up the ‘black box’ of change (Van de Ven, 1993) through describing what 

and how things change over time in context, within a strategic change process.   

 

3.2.1 Strategic change processes 

 

The current study is particularly interested in change or a change process, which requires 

a clarification on the strategic type of change (Melander et al; 2010). This section first 

reviews what is meant by strategic change within the context of the current study; and then 

addresses the underlying meaning of process.  

 

Generally speaking, change involves an attempt to change the current way of thinking and 

acting by the organisation’s membership (Gioia & Chittipeddi, 1991). Van de Ven and 

Poole (1995) state that strategic change is the difference in the form, quality, or state over 

time in an entity. The entity can be a strategy, an individual’s job, a work group, a strategic 

business unit, the overall organisation, or an industry (Garud & Van de Ven, 2002). 

Pettigrew (1992) indicates that the meaning of “strategic” implies that strategic change is 

situational and dependent on the perspective taken. Strategic changes impact on an 

organisation in a broader way than just single departments or plants, and their orientation 

is both integrative and boundary spanning (Melander et al; 2010). Gioia, Thomas, Clark 

and Chittipeddi (1994: 379) refer to strategic change as a form of “second-order change” 

that involves more than just a shift in norms, structures, processes and goals, but rather 
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involves a fundamental alteration in the social construction of reality (Berger & Luckman, 

1966). Gioia et al. (1994) further explain that organisations who have undergone complex 

and turbulent changes, after years of relative stability (higher education institutions are a 

particular good example of this), often require undertaking a process of dramatic strategic 

change, and the essence of such a change involves a cognitive reorientation of the 

organisation (Gioia & Chittipeddi, 1991).  

 

Gioia et al. (2012) further describe this type of change as precarious, as it requires 

organisational members to make new sense of what the organisation is trying to 

accomplish, how leaders are trying to accomplish it and who has the power to realise and 

benefit from it. Gioia and Thomas (1996: 372-373) argue that strategic change implies a 

revision in the interpretative schemes, not only of top management teams but of all the 

members and constituencies of the organisation. Thus, change of this kind  

involves high levels of uncertainty and flux, often requiring buy-in from multiple 

stakeholders (Gioia et al; 2012).  

 

Within the context of the current study, strategic change is viewed as a theoretically 

complex process (Wilson, 2009). In addition, the current study also views change as 

temporal in nature. Time is of critical importance when it comes to the lives of 

organisations in particular (Langley et al; 2013). Pettigrew (1990) emphasizes that an 

important consideration when analysing change in a contextualist mode is the importance 

of temporal interconnectedness. This refers to locating change in past, present and future 

time, and thus “catching reality in flight’ (Pettigrew, 1990: 95). According to Pettigrew 

(1990), history should not just be viewed as an event in the past, but also as alive in the 

present and that may shape the future. There have been recent calls for more studies on 

change processes to incorporate this temporal element (Langley et al; 2013; Kunisch et al; 

2017; Burgelman et al; 2018). The current study responds to this call by conceiving both 

identity and legitimacy “-as-process” and consequently taking into account the more 

dynamic and temporal elements associated with practices and processes that underlie a 

strategic change process.  

 

The focus of the current study was on organisational members outside of managerial roles 
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(faculty staff members) and maintains that the level of strategic change that took place 

required these organisational members to revise their interpretive schemes, particularly 

those schemes associated with their identity work and legitimacy processes. The research 

questions that the current study asked involved temporal process questions that 

investigated how things unfold and change over time and takes on a dynamic social 

constructionist point of view (Langley et al; 2013). Therefore, a predominantly constructive 

understanding as the mode of change was adopted, grounded in the understanding of 

change as a socially constructed reality through the action and interaction of 

organisational members (Berger & Luckmann, 1966). This constructive view is in line with 

a processual/contextual tradition. The next section discusses the meaning of process 

within the context of the study.  

 

3.2.2 The process dimension of change 

 

Van de Ven (1992) identified three meanings of process within the context of strategy 

research and categorized them according to three approaches. Firstly, process can be 

seen as a logic that explains a causal relationship between independent and dependent 

variables (Van de Ven, 1992). This definition views process as an input-process-output 

model where process logic is used to explain a causal relationship between observed 

inputs and outcomes in a variance theory (Van de Ven, 1992). This approach does not 

allow for the process to be directly observed and has been criticized for being highly 

restrictive and unrealistic in its explanation of the order and sequence in which events 

unfold (Van de Ven & Huber, 1990). 

 

In the second approach, process can be viewed as a category of concepts or variables 

that refers to actions of individual or organisations (Van de Ven, 1992). This second 

approach refers to individual and organisational actions such as communication dynamics, 

work flows, and decision-making techniques and includes strategy formulation, 

implementation, and corporate venturing (Van de Ven, 1992). Here process concepts are 

operationalized as constructs measured by variables in numerical terms.  

 

The third definition by Van de Ven describes how things change over time and refers to 



75 

 

“the sequence of individual and collective events, actions and activities unfolding over time 

in context” (Pettigrew, 1997:337). Both the second and third approach are adopted in the 

strategy process approach (Chia & Mackay, 2007); but only the third approach considers 

how change occurs. Langley et al. (2013:3) argue that process research predominantly 

focuses on “temporally evolving phenomena”, and therefore addresses questions about 

how and why things emerge, develop, grow or terminate over time. According to Langley 

(2007), process thinking involves considering phenomena dynamically so that it includes 

movement, activity, events, change, and temporal evolution. Langley’s definition 

corresponds with Van de Ven’s (1992) third definition of process. Process thinking 

therefore lends itself to consider the ‘how’ and ‘why’ people, organisations, strategies and 

environments change, act and evolve over time (Langley, 2007).  

 

Tsoukas (2017:143) argues that one needs to take “complexity seriously”. Morin (2008) as 

quoted by Tsoukas (2017:143) states that it is complexity that is the “fabric of events, 

actions, interactions, determinations and chance that constitute our phenomenal world”. A 

process ontology, which is adopted in the third definition, “invites us to acknowledge, 

rather than reduce, the complexity of the world” (Langley & Tsoukas, 2010: 4). This 

complexity perspective on organisations highlights three important aspects namely, (1) 

agents’ embeddedness in the world and their efforts to work out possible ways “to be”, (2) 

the situatedness of human action, and (3) the continuous unfolding nature of 

organisational reality (Tsoukas, 2017:145). These complex processes are often without 

distinct beginnings and endings, and therefore a more holistic approach towards studying 

change is required in order to conduct effective research on strategic change (Pettigrew, 

1987). 

 

Since the current study intended to identify and explain processes and practices that 

individual actors engage in within a change process, and how identity and legitimacy 

dynamics are embedded within these processes and practices, the third approach by Van 

de Ven was deemed appropriate for the study. Pettigrew, Woodman and Cameron (2001) 

point out that out of the three approaches mentioned above, only the third approach allows 

for explicit and direct observation of the process in action, describing and accounting for 

how some entity or issue develops and changes over time. Langley (2007) prescribes five 
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effective ways that this type of process thinking can be incorporated into research, which 

is discussed in depth in the section that follows.  

 

3.2.3 A processual approach towards studying strategic change processes 

 

It has been well established in practice and process literature over the years that setting 

boundaries between content and process is limiting, and combining them can be beneficial 

(Pettigrew, 1992; Langley & Tsoukas, 2010; Langley et al; 2013; Burgelman et al; 2018). 

From a processual perspective, strategy emergence is viewed as being continuous and 

changing, patterned and idiosyncratic, individualistic and group oriented (Pettigrew, 1987). 

While Pettigrew advocated for longitudinal processual studies of organisations throughout 

his work, scholars such as Chia (1999; 2002) have criticized his work for not being 

sufficiently process-based. There have been recent calls for “strong process ontologically 

based” research (Langley et al; 2013; Koumé & Langley, 2018; Burgelman et al; 2018), 

and Langley (2007:274) identifies five ways process thinking can be incorporated into 

research for a truly processual approach to research or as expressed by Langley as 

“thinking processually”. 

 

The first way, as prescribed by Langley, is by “tracing back” or looking back to see how 

certain features of strategic organisation come to emerge in a processual way (Langley, 

2007:274). This requires a more longitudinal approach by “tracing of the processes by 

which they arrived at their favourable or unfavourable positions” (Langley, 2007:274), and 

allows for a more dynamic dimension to studying processes. Complementary to the first 

approach, the second approach suggested by Langley requires “following forward” or 

following the ramifications of current events or actions into the future (Langley, 2007). By 

following forward, it allows the researcher an important opportunity to understand how the 

change will interact with its context and penetrate the organisation (Langley & Tsoukas, 

2010). Studies of strategic change are good examples of this type of approach, and the 

current study, in particular, benefited from this approach as it traced a strategic change 

process over a two-year period. The current study “traced back” as well as “followed 

forward” by addressing both prospective and anticipatory sensemaking aspects of a 

strategic change process, and retrospective accounts of how individuals make sense of 
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this change process.  

 

A third way of stimulating process thinking is to consider viewing outcomes as inputs, by 

relating processes to outcomes (Pettigrew et al; 2001). Here, outputs are not seen as clear 

endpoints, as outcomes are “often artificial staging points in a never-ending process” 

(Langley, 2007: 275). The fourth way is the classic one suggested by Weick (1979), which 

is by using gerunds and turning nouns into verbs, thus referring to, for example, organising 

instead of organisation, strategising instead of strategy, innovating instead of innovation. 

This approach adds movement by considering how an object is achieved over time, fixing 

a researcher’s attention on activities and events rather than relationships between things 

(Langley, 2007). Langley (2007) points out that this approach is also reflected in studies of 

sensemaking, sensegiving and much of the work done within the SAP area and reflected 

in the current study. 

 

The fifth angle that Langley refers to is “destabilizing stability”, which focuses on 

phenomena that is usually considered as stable and unchanging, and examining how they 

are constituted through ongoing processes (Langley, 2007:275). Langley and Tsoukas 

(2010) argue that some of the most intriguing ideas in process organisation studies are 

emerging from research that takes categories and concepts that are usually considered as 

stable and questioning their underlying stability. Phenomenon, such as routines and 

issues of identity are good examples of this (Langley & Tsoukas, 2010). For the current 

study, the concept of internal identity and legitimacy has been problematized, and  

both identity and legitimacy are conceived “as-process” thus questioning their  

underlying stability.  

 

The discussion above explains how a study can incorporate ways of “thinking 

processually” (Langley, 2007:273). By thinking processually, the current study was able to 

appreciate the underlying processes of strategic change by understanding how people go 

about making sense of an organisational change process (Gioia et al; 2012). In line with 

Langley (2007), the current study did not view outputs as endpoints, instead the focus was 

on the underlying processes and practices that make up strategic change. Within a 

university context, Gehman, Trevino and Garud (2013) emphasize that there is no clearly 
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defined endpoint or clear outcome as practices are continually questioned and 

reinterpreted, even as they are performed.  

 

3.2.4 The context aspect of change processes 

 

Mintzberg and Westley (1992) argue that to understand change properly, change has to 

be viewed holistically, contextually and retrospectively. Higher education institutions are 

particularly pluralistic in nature, and therefore strategy or the practice of strategy takes 

place in “pluralistic contexts” (Denis, Langley & Rouleau 2007:179). Such organisational 

contexts tend to be characterized by multiple objectives, diffuse power and knowledge-

based work processes (Denis et al; 2007); and requires a multifaceted theoretical 

approach. It was therefore important for the current study to acknowledge the long-term 

processes and the practices associated with the strategic change process, in their context, 

from a multifaceted theoretical approach. This means that a longitudinal approach was a 

necessity in order to investigate these processes and practices over time and see how 

they are enacted within their contexts.  

 

When following a contextual approach to change, there needs to be an understanding 

between the outer and inner context of the organisation. The inner or internal context 

refers to organisational conditions, including features of the structural, cultural and political 

environment through which ideas for change proceed (Pettigrew, 1990); and from which 

much of the legitimacy for change is derived (Pettigrew, 1985; Kostova & Zaheer, 1999). 

The outer or external context includes the economic, social, political, and sectoral 

environment in which the firm is located (Rajagopalan & Spreiter, 1997). Strategy, like any 

other social practice, carried out through individual discourse and actions, is contextually 

embedded in a set of social, political, and economic relations (Denis et al; 2007). A 

contextual approach allows for a broader view which takes into account adaptions or 

improvisations in changing circumstances (Jarzabkowski et al; 2016). Thus, context 

includes both temporal and historical aspects of change and how they unfold over time.  

 

Pettigrew (1990:270) describes context as “a nested arrangement of structures and 

processes where the subjective interpretations of actors perceiving, comprehending, 
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learning, and remembering help shape process.” He provides a comprehensive 

explanation of what is meant by research that is contextualist in character; and 

emphasizes four important aspects when studying change using this approach (Pettigrew, 

1990): 

 

(1) The importance of embeddedness which means studying change in the context of 

interconnected levels of analysis. 

(2)  The importance of temporal interconnectedness which means locating change in past, 

present and future time. 

(3) The need to explore context and action. 

(4) The assumption that change is neither linear nor singular. 

 

Through a processual-contextual approach, the current study took cognisance of 

Pettigrew’s approach through tracking a strategic change process in “real-time” and 

attempting to “catch reality in flight (Pettigrew, 1990:270) in order to reveal the temporal 

nature of identity and legitimacy dynamics during a strategic change process and viewing 

them in context. The current study located change in past, present and future time, 

exploring both context and action, through a longitudinal approach to provide for an 

intensive and contextually sensitive study of change (Pettigrew, 1990).  

 

The next section considers van de Ven’s second criteria for effective research on strategic 

process by discussing the various change process theories and models that have 

influenced the organisational change field in terms of thinking on a more micro-level and 

taking into account agency or the action of members. 

 

3.3 CHANGE PROCESS THEORIES AND MODELS 

There are many different approaches and useful distinctions about change in literature. In 

general, the literature on strategic change can be classified into two schools of thought. 

First the “content” school focused on the antecedents and consequences of strategic 

change, and usually involves a variance theory explanation which makes use of large 

samples and statistical methods (Rajagopalan & Spreitzer, 1997; Rafferty & Griffin, 2008). 
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The typical question asked here is “what are the antecedents or consequences of changes 

in organisational forms or administrative practice?” (Van de Ven & Huber, 1995). In the 

second school, the “process” school, the focus is rather on the role of managers in the 

strategic change process, utilizing in-depth case studies. Here the temporal linkages 

among events over time are explicitly considered (Van de Ven, 1992). The question here 

is “How does an organisational change event emerge, develop, grow or terminate over 

time?” (Van de Ven & Huber, 1995). Importantly, Van de Ven and Huber (1995) point out 

that this process question is not on whether, but how a change occurs.  

 

Studies answering the “how” question are important because they help us understand 

organisational life and allows researchers to develop and test theories of organisational 

adaptation, change, innovation, and redesign (Van de Ven & Huber, 1995). The current 

study departs from organisational or change theories that focus on the first question 

involving variance theories and contingency theories. By focusing on the second school, 

the study allows for a simultaneous viewing of process and context, and thus allows for 

research that is contextualist and processual in character (Pettigrew, 1985). The focus is 

therefore on understanding “process as a developmental sequence of events” (Van de 

Ven & Huber, 1995; ix); and simultaneously takes into account identity and legitimacy 

dynamics as part of these processes.  

 

In an attempt to make sense of the different approaches to change, Van de Ven and Poole 

(1995) provide a useful typology of the literature concerned with how and why 

organisations change, by categorizing change processes along two dimensions: mode of 

change and unit of change. This type of classification system helps to make sense of the 

major epistemological approaches and provides a starting point for classifying theories of 

change (Wilson, 2009). Van de Ven and Poole identify four ideal theories that are often 

used to explain how and why organisational changes unfold, namely – life cycle, teleology, 

dialectics, and evolution (refer to Figure 7).  
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Figure 7: Process theories of organisation development and change 

Source: Garud & Van de Ven (2002:207) 
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organisation theory (Hannan & Freeman, 1989 in Garud & Van de Ven, 2002:209). These 

theories are to a certain extent similar to life-cycle theories as they are open to analysis as 

recurrent and probabilistic shifts in environmental conditions (Wilson, 2009). In dialectical 

theory, the assumption is that organisations exist in a pluralistic world of events, forces, or 

opposing values that compete for control. These type of process theories explain stability 

and change by referring to the balance of power between opposing entities (Garud & Van 

de Ven, 2002). 

 

The last theory, the concept of teleology, has been central to the field of strategy as it 

offers a way of building theories that take into account human agency (Child, 1972). Here 

Lewin’s (1947), force field analogy of freezing, moving, refreezing gained considerable 

support and provided the foundations for a whole variation of approaches describing steps 

to be taken by those leading change. Researchers such as Judson (1991), Kotter (1996) 

and Armenakis, Harris and Field (1999) have provided similar approaches. This approach 

underlies many organisational theories of change such as functionalism,  

decision-making, adaptive learning, and most models of strategic choice and goal setting 

(Garud & Van de Ven, 2002).  

 

The four different theories mentioned above reveal significant variation in how the change 

process might be conceptualized as planned, emergent, voluntaristic or deterministic in 

nature (Wilson, 2009). Van de Ven (1992) noted that most representations of 

organisational processes seem to draw on either life cycle metaphors predicting linear 

progressions or on teleological models establishing normative step-by-step guides. While 

these theories have been influential in explaining strategic change events, they have been 

criticized for revealing little about the characteristics of the process itself (Van de Ven, 

1992). Furthermore, the inherent assumption of the four epistemologies described above 

is that change occurs within an equilibrium/change/equilibrium pattern (Wilson, 2009). 

Change processes are however far more complex and multi-layered (Van de Ven & 

Huber, 1995). Van de Ven and Poole (1995) explain two reasons why strategic change 

theories are multi-layered and complex. Firstly, strategic change extends over space and 

time in any specific case; and secondly, any single motor of change is inherently 

incomplete. Garud and Van de Ven (2002) warn that while each of these types has its own 
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internal logic, the interplay among different motors can result in increasing the theoretical 

confusion and complexity in strategic change processes. Garud and Van de Ven (2002) 

have called for research on strategic change that considers the complex environments that 

organisations have to navigate. Studying the phenomenon of strategic change requires a 

more sophisticated analysis involving the interplay of more than one motor (Garud & Van 

de Ven, 2002).  

 

Some studies and emerging theories have taken on an explicitly performance view of 

organisations and focus on, for example, routines (Feldman, 2000), sensemaking (Maitlis, 

2005) or strategising (Jarzabkowski, 2004; Whittington 2006) and organisational learning 

(Osadchiy, Bogenrieder & Heugens, 2010). The use of these gerunds indicates the desire 

to move towards dynamic ways of understanding organisational phenomena within an 

ever-changing and inter-connected world (Langley & Tsoukas, 2010). Furthermore, 

several strands of organisation studies have adopted a more or less process-orientated 

perspective (Langley & Tsoukas, 2010; Langley et al; 2013; Burgelman et al; 2018). For 

example, Karl Weick’s (1979, 1995) continuous emphasis on organising and the important 

role of sensemaking is a process approach that has inspired several organisational 

researchers (Langley & Tsoukas, 2010). Other approaches towards change processes 

can be orientated around the extent to which change is seen as episodic or continuous 

(Weick & Quinn, 1999); incremental or radical (Garud & Van de Ven, 2002); planned or 

emergent (Wilson, 2009). 

 

The emergence of the SAP research approach has focused on two main themes: firstly, to 

go “inside the process”, to examine the activities (Brown & Duguid, 2000); and secondly to 

examine the actors or practitioners involved in strategising. Positioned within the SAP 

perspective, Melander et al. (2010) provide an approach that captures vital dimensions of 

strategic chance processes. This approach, known as the “strategic arena approach”, 

sees strategic change as a continuous process with the degree of change differing 

between being continuous and incremental or occasional and radical (Melander et al; 

2010). The focus of their approach is on the circumstances and characteristics of social 

interaction between a set of individuals, and they adopt Mintzberg and Quinn’s (1991) view 

that strategy is viewed as a pattern in a flow of action.  
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More recently, as discussed in Chapter 2, the evolution of the SAP perspective into the 

strategy as process and practice perspective (SAPP) is as a result of a new appreciation 

of process research (Langley, Pantzar & Watson, 2012; Langley et al; 2013; Kouamé & 

Langley, 2018; Burgelman et al; 2018) and the acknowledgement by researchers that 

more research needs to incorporate processual approaches (Kunisch et al; 2017; Kouamé 

& Langley, 2018; Langley & Touskas, 2018). The current study is positioned within the 

framework by Burgelman et al. (2018), as it adopts a “strong process ontology” combined 

with a practice perspective and focuses on the complexity and richness of a strategic 

change process. The study therefore “casts processes, practices, and actors as all equally 

made up from ongoing activity”, which allows for a more comprehensive exchange of 

questions, concepts and methodologies between processes and practices (Burgelman et 

al; 2018: 3). Lastly, this combinatory approach allowed the researcher to investigate how 

cognitive categories such as identity and legitimacy dynamics evolve and how they are 

affected by issues and actions within a specific context.   

                          

3.4 METHODOLOGICAL IMPLICATIONS OF STUDYING STRATEGIC CHANGE 

PROCESSES 

The current study adopts a “strong process ontology” by combining perspectives on 

strategy process and practice themes (Burgelman et al; 2018:10). Adopting this approach 

has certain methodological implications for studying strategic change and these are 

discussed below. 

 

Qualitative approaches are the preferred approach in both process and practice research 

(Kouamé & Langley, 2018). A critical challenge in organisational theory is how to move 

from surface structure to deep structure (Pentland, 1999). A qualitative approach allows 

for strategies to be tracked in more depth and at the same time allows for the data to be 

contextualised (Langley, Kakabadse & Swailes, 2007). Studies show that evolving 

phenomena, such as complex strategic management processes and practices at multiple 

levels that take place over a period of time, require in-depth longitudinal and intensive 

qualitative approaches (Langley, 1999; Eisenhardt & Graebner, 2007). Furthermore, 

process theories require researchers to embed themselves deeply into the processes 
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themselves, collecting fine-grained qualitative data, and thereby attempting to extract 

theory from the ground up (Pettigrew, 1992; Van de Ven, 1992). One can therefore “have 

better constructs and better stories”, because within the domain of process theory, the 

stories themselves are the constructs (Pentland, 1999:711). The current study adopted a 

process and practice research approach that incorporated narrative, interpretative and 

qualitative data, as this approach was deemed more appealing for the richness of process 

detail they provide (Langley, 2007).  

 

One of the key challenges in qualitative methods is how to link observed micro-level 

processes to outcomes at the organisational level. This has led to various calls for 

research to acknowledge both micro-level processes as well as macro-organisational 

outcomes at the organisational level (Suddaby et al; 2013; Kouamé & Langley, 2018; 

Elbasha & Avetisyan, 2018). The current study attempted to have a dynamic and holistic 

appreciation of both processes and outcomes (Pettigrew et al; 2001) and responded to 

this call by better linking SAPP research with macro-level phenomena involving 

institutional and cultural contexts within which organisational members operate.  

 

Another key challenge of process data is that it is often considered to be messy, and 

making sense of them is a common challenge for researchers (Langley, 1999). Langley 

(1999) list several characteristics that make them difficult to analyse: firstly, they deal 

mainly with sequences of events which consist of conceptual elements that researchers 

tend to be less familiar with. Secondly, they often involve multiple levels and units of 

analysis whose boundaries are ambiguous. Third, the temporal elements embedded in 

process data can vary in terms of precision, duration, and relevance. Lastly, even though 

the primary focus is on events, process data tend to be eclectic, bringing in phenomena 

such as changing relationships, thoughts, feelings and interpretations. The challenge is to 

be able to generate theory that is accurate, precise but also general and useful (Weick, 

1979). 

 

While the current study does acknowledge that a process approach is challenging and 

often “messy”, such an approach is necessary in answering the “how” (Langley, 1999). 

Variance-based research is useful in understanding what works typically across large 
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samples, which process studies are not designed to do. Without knowledge of the 

process, Langley (1999) argues that variance knowledge is very hard to use as the how is 

missing, this has resulted in a call for more process organisation studies to better 

understand how people act within these processes (Langley & Tsoukas, 2010; Suddaby et 

al; 2013; Kouamé & Langley, 2018). 

 

A typical characteristic of process research is that it deals mainly with sequences of events 

(Langley, 1999). The concepts of “events” can; however, be an ambiguous concept as 

these events can be described and understood in different ways. Langley (1999) points 

out that one challenge with analysing process data, is to find a way of conceptualizing 

events and bringing to the surface the patterns within process data (Langley, 1999). For 

the purpose of the current study, events or patterns was conceptualized as a linear 

sequence of phases that occur over time in anticipation of a given result (Van de Ven & 

Poole, 1995). This type of process thinking is expressed best by Pettigrew (1992:11) as 

catching “reality in flight” and requires adopting a more “radical process ontology” as it 

considers how “things come to be constituted, reproduced, adapted and defined through 

ongoing processes” (Langley, 2007:271). Research of this nature tends to focus on 

organisations going through transformation or reproduction and includes aspects such as 

organisational practices, identities, the social construction of cognitive schemas and norms 

and changing interactions between organisations and their environments (Langley et al; 

2013). 

 

In terms of data collection, gaining access to longitudinal data is a key requirement for 

conducting processual research (Garud. & Van de Ven, 2002; Chia & Mackay, 2007). This 

approach allows the researcher to study phenomenon-in-the-making; which implies that 

researchers must be able to consider possible states as they unfold from the point of view 

of the actors involved at that point in time (Garud & Van de Ven, 2002). In addition, from a 

processual perspective, strategy emergence is seen as being a continuous and changing, 

patterned, individualistic and group-oriented activity (Pettigrew, 1987). By adopting a 

longitudinal approach over a two-year period, the current study observed “phenomenon-in-

the-making”, particularly the phenomenon of identity and legitimacy dynamics seen as 

processes and practices themselves within organisational activity.  
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Following Pettigrew’s suggested approach to analysing strategic change processes, the 

current study attempted to combine both context and action. In the past, structural analysis 

emphasizing abstract dimensions and contextual constraints have been regarded as 

incompatible with processual analysis stressing action and strategic conduct (Pettigrew, 

1990). Change explanations, however, are no longer pared down to the relationships 

between independent and dependent variables (Pettigrew et al; 2001). By viewing change 

explanations as an interaction between context and action, a more holistic and 

multifaceted approach to change is followed, and thus a number of important causal 

assumptions are made: causation is seen as neither linear nor singular and thus there is 

no attempt to search for the “illusory single grand theory of change” (Pettigrew, 1990:96). 

Rather, changes have multiple causes and are better explained by “loops” rather than 

“lines” (Pettigrew, 1990). 

 

Lastly, the current study attempted to address the “double hurdle” (Pettigrew, 1997) by 

providing organisational research that is both theoretically rigorous and relevant to 

practice. Langley (2007) asserts that when process research is done properly, it has the 

ability to communicate process explanations that resonate with practical experience but 

also incorporate theoretical insight. In addition, Tsoukas (2017) add that a process-

sensitive view of the world seeks to capture the ever-unfolding nature of change, which 

resonates better with practitioners’ experience.  

 

The next section provides an overview of how change has been conceptualized within HE 

institutions highlighting the move towards a more micro-level and dynamic understanding 

of change within pluralistic settings.  

 

3.5 PREVIOUS RESEARCH WITHIN THE HE CONTEXT FOCUSING ON 

ORGANISATIONAL CHANGE AND STRATEGY 

 

As mentioned in Chapter 2, organisational change literature is vast, and since the current 

study positions itself within micro-organisational behaviour, the focus is predominantly on 

more micro-focused research. The aim of this section is not to provide an exhaustive list of 
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studies conducted within the HE sector, rather the discussion includes exemplar studies, 

and important themes and developments on research conducted within the HE 

environment and shows how the research agenda on change is opening up to more micro-

focused studies.  

 

Burton Clark (1970, 1972) pioneered research on organizational studies on change in 

higher education, focusing specifically on selected US higher education institutions 

(Fumasoli & Stensaker, 2013:479). Not surprisingly, the most dominant themes within 

higher education in the 20th century were issues of governance, organisation, and 

management, as most higher education research is funded directly or indirectly by 

governments and often linked to instrumental aims and objectives (Schwarz & Teichler, 

2000). A study by Gornitzka (1999) outlined two main perspectives that can be used to 

study organizational change: the resource dependency perspective and the neo-

institutional perspective and advocated for a combinatory approach between these two 

perspectives. The combinatory approach helped them to uncover the relationships 

between higher education and governments in a more multidimensional manner and 

captured central developments concerning governance of higher education systems 

(Gornitzka & Maassen, 2000). An exemplar study by Gumport (2000) on academic 

restructuring reflects the changes in the last quarter of the twentieth century in the 

academic landscape of public higher education in the United States. Importantly, Gumport 

observed the ongoing struggles of public higher educations in their quest for legitimacy 

and warned that by increasingly using market discourse and managerial approaches, they 

would run the risk of losing their legitimacy, and as a result change their business 

practices, thereby moving away from their historical character as educational institutions. 

Gumport concludes in his thesis that contemporary academic restructuring should be 

viewed as both organizational and institutional change.  

 

In a seminal article published in Higher Education Policy (2004), Clark called for a shift in 

the unit of analysis and for more balance between structure and agency, viewing 

universities as open systems and involving multiple reciprocal relations (Scott, 2008).  

Fumasoli and Stensaker (2013: 482) point out that Clark’s vision of the university has 
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important implications on how change is understood, as his holistic vision can be helpful in 

grasping the complexity of higher education and its ongoing changes.  

 

In the 21st century, focus has changed to the growing societal importance of higher 

education as a result of the economic importance placed on higher education in response 

to the growing notion of “knowledge economies” and importance for social equity, mobility 

and social cohesion (Brennen & Teichler, 2008). Here the foci of higher education 

research have been on the creation of knowledge societies, access and social equity, 

governance and evaluation, consumerism and marketization. Brennen and Teichler (2008) 

point out that this focus is also evident more broadly across the social sciences; however, 

links between organisational sciences and social sciences are not always made. They 

highlight the need for further attention to be placed on more micro processes of teaching, 

learning and students’ assessment as this focus is generally lacking in HE research 

(Brennen & Teichler, 2008).  

 

Other popular themes within organizational change research in the higher education 

context have focused on resistance to change (e.g. Lane 2007; Kotter & Schlesinger, 

2008; Van Dijk & Van Dick, 2009; Nakhoda & Tajik, 2017); change readiness (e.g. Antony, 

2014); organizational culture and change (e.g. Czerniewicz & Brown, 2009); organizational 

climate and change (e.g. Allen, 2003), transformational change (e.g. Eckel & Kezar, 2003); 

sensemaking and change (e.g. Eckel & Kezar; Louvel, 2013, Balogun et al; 2015); and 

emotions (e.g. Dasborough, Lamb & Suseno, 2015). Lane’s (2007) study on individual 

responses and resistance to change within higher education institutions acknowledges the 

complex, unpredictable, dynamic, and non-linear nature of change processes. Importantly, 

Lane’s study points out that process cannot always be planned or guided, as is commonly 

depicted in change models that suggest an orderly and stepwise approach to successful 

change.  

 

A more recent focus in higher education studies has been on the changes in the academic 

profession, for example its identity and working conditions (e.g. Stensaker & Nordgard, 

2011; Findlow, 2012; Teichler, Arimoto & Cummings, 2013; Stensaker 2014; Hetherington, 

2014). Teichler, Arimoto and Cummings (2013) conducted an extensive study on the 
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changing academic profession. More than 25 000 professors and junior staff at universities 

and higher education institutions from almost 20 countries from around the world provided 

information on their working situation, their views and activities. Overall, the academics 

survey shows that worldwide discourses and trends in higher education have a noticeable 

effect on the academic profession (Teichler et al; 2013). A study by Louvel (2013:674) 

focuses on how academics’ act as central agents for change in higher education, and  

they argue that the notion of “bricolage” can be useful in understanding how academics 

behave strategically.  

 

While scholars have begun to acknowledge the need to understand and document the 

internally driven nature of change in higher education institutions (Kondack & Van den 

Broek, 2009; Fumasoli & Stensaker, 2013), a considerable body of research still focuses 

predominantly on external forces of change and responses to these changes (Kondacki & 

Van den Broeck, 2009). In a comprehensive review by Fumasoli and Stensaker (2013), on 

articles published in the Higher Education Policy Journal spanning 25 years (1988-2013), 

their findings indicated that most organisational research in higher education within this 

journal had focused on structures and formal power shifts between hierarchical levels in 

the university, and limited studies address the intra-organizational dynamics driving 

organisational change. Fumasoli and Stensaker (2013) call for further research to combine 

process with structure, and for the focus to be on the organizing dimension of the 

university (process). Further, they call for research to consider the university/college as the 

unit of analysis conceptualizing these organisations as open systems with a bottom-up 

perspective; and to capture the more subtle dynamics of change, focusing on agency and 

internal dynamics that trigger organisational change (Fumasoli & Stensaker, 2013) 

 

Recent calls within the journal, Strategic Organisation, shows a shift in the interest towards 

the more temporal and intra- organisational dynamics driving change. Firstly, a call by a 

special issue from the journal, Strategic Organisation, focuses on “Strategic management 

Theory and universities” and is reflective of the ongoing interest among strategy scholars 

in the university setting (Siegel & Leih, 2018). They highlight that few theoretical 

frameworks have been employed to address organisational changes and strategies within 

the university setting. The articles that responded to this call focussed predominantly on 
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dynamic capabilities as a useful management framework for universities (e.g. Teece, 

2018; Hayter, 2018; Yuan, Li, Vlas & Peng, 2018). Secondly, a recent special issue from 

this journal called for papers on “Temporal work: The strategic organization of time” 

(Strategic Organisation, 2019). Notably, they also call for a more process view of time 

(Reinecke & Ansari, 2017) and to develop insights on the notion of “temporal work” that 

organisations engage in to accelerate or slow their processes and enable change. Another 

special issue focused on the topic of “Exploring the Strategy-identity Nexus” within this 

journal, addressing the need to look at the relationship between identity dynamics and 

strategy, acknowledging the close relationship between doing (strategy) and being 

(identity) (Ravasi, Tripsas & Langley, 2020). A very recent article by Seidl, Ohlson and 

Whittington (2021: 187), introduces the notion of “restless practices” as drivers of 

purposive institutional change, and they argue that practices associated with practice 

change are a neglected area that requires further investigation.  

 

The current study is positioned within the emerging and contemporary debate on temporal 

and identity aspects and change practices associated with strategic organisations, and 

aimed to provide relevant insights into the intra-organisational and micro processes and 

practices that make up a strategic change process within the business school setting. In 

addition, vast amount of research conducted on change within the HE context, still 

focusses predominantly on the U.S. and European higher education systems. Far less 

research has focused on developing economies such as South Africa, and even less 

within the business school context.  

 

3.6 CHAPTER CONCLUSION 

This chapter introduced the processual-contextual approach as the main approach that 

was adopted in order to follow a strategic change process. The chapter discussed what is 

meant by strategic change and provided a comprehensive review of process theories and 

models that have influenced the organisational change field. The meaning of process 

within the context of the study was then elaborated on, highlighting Van de Ven’s third 

definition as the process definition applicable to the study. The chapter highlighted the key 

methodological implications associated with a strong process ontology and the 
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implications of combining perspectives on strategy process and practice.  The chapter 

concluded with an overview of previous research within the HE context that has focused 

on organisational change and strategy and positions the study within the emerging and 

contemporary debate on temporal and identity aspects and change practices associated 

with strategic organisations.  

 

As organisations open themselves to a multitude of stimuli, change processes become 

more complex, and thus a different way of thinking is required when studying strategic 

change processes. This chapter brings forth the argument for a more dynamic and holistic 

analysis of strategic change processes through a processual-contextual approach 

combining a process ontology and practice approach. The assumption is that this 

combinatory approach is needed in order to study the practices, processes, and activities 

of organisational members within a complex and evolving organisational context, and in 

doing so, revealing the ongoing nature of change. The organisational setting for the 

current study involved a strategic change process that took place within a business school 

setting. Consequently, the next section provides a comprehensive literature review of the 

higher education sector and business school industry, concluding with an illustrative case 

study describing the specific strategic change process that was the focus of the study.  

 



93 

 

CHAPTER 4: THE ORGANISATIONAL CONTEXT - THE BUSINESS 

SCHOOL SECTOR 

 

4.1 INTRODUCTION 

The previous two chapters constituted the literature review chapters of this thesis, and 

provided, firstly, the theoretical framework guiding the study, with a comprehensive review 

of the literature on the SAP perspective and sensemaking perspective as the main 

research lenses through which the study was conducted. Secondly a comprehensive 

literature review on strategic change processes was provided, describing the specific 

scope and unit of analysis for the study. Chapter 4 provides a detailed contextual 

description of the specific organisational setting of the study and the context within which 

the strategic change process was situated. The chapter begins by providing a global 

perspective of change and recurring themes within the HE environment and then 

describes the specific business school context. Through an illustrative case study, in the 

last section of this chapter, a detailed account of the change process is given. The aim of 

this chapter was to provide a rich and contextual description of the research context and to 

aid in the transferability of inductive research to broader domains (Lincoln & Guba, 1985).   

 

The current study set out to develop theory and expand the body of knowledge on the 

underlying identity and legitimacy processes and practices that constitute a planned 

strategic change process. Within a single business school faculty unit, the strategic 

change process was the development of a Master’s programme, specifically the Master of 

Business Leadership (MBL) programme which took place as a result of new accreditation 

conditions and in response to changing market demands. This setting provided a highly 

appropriate context as accreditation processes often involve strategic changes (Gioia & 

Thomas, 1996). Standards associated with quality assurance and accreditation processes 

also act as strong institutional pressures, involving sharp legitimacy and identity stakes for 

business schools (Lejeune & Vas, 2014:37). Subsequently the focus was on an 

organisational setting where issues of identity and legitimacy were a key part of the 

organisational context. The discussion that follows highlights how issues of change, 
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identity and legitimacy are placed in the broader context of the higher education 

environment and then more specifically within the modern business school context. 

 

This chapter is divided into five sections. The first section provides a global perspective of 

the HE environment; reviewing some of the key trends shaping higher education. The 

discussion then focuses on the specific business school context and key trends and 

changes prevalent within this context. An overview of the South African higher education 

environment is given, followed by a discussion on the South African business school 

context and the specific challenges within a South African context. Lastly, a description of 

the unique context is provided through an illustrative case study describing the 

accreditation and development process that the University of South Africa’s (UNISA) 

Graduate School of Business Leadership (SBL) went through, and the specific strategic 

change process that was the unit of analysis for the current study. Figure 8 provides  

the diagrammatical depiction of the structure of Chapter 4 within the context of the  

current study. 
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Figure 8: The structure of Chapter 4 (Own compilation)
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4.2 THE HIGHER EDUCATION (HE) SECTOR: A GLOBAL PERSPECTIVE 

Globally, HE has expanded dramatically, and this sector is experiencing change and 

transformation at a significant rate (Findlow 2012, Dowling-Hethertington, 2014). The 

higher education sector consists of various types of institutions, constituting public 

universities and colleges, business schools and a proliferation of private for-profit 

education providers. It is forecasted that by 2030, the number of students enrolled in 

higher education will rise from 99.4 million in 2000 to 414.2 million in 2030 with an 

increase of 314% (Calderon, 2012). According to Calderon (2012) this growth is fuelled by 

the transformations currently being experienced in higher education worldwide, both in 

developing and emerging countries. Barnett (2012) identifies four major dynamics for 

change that are of international importance. Firstly, national HE systems are situated 

within an increasingly global marketplace; secondly, the growth of mass higher education 

has impacted higher education worldwide; thirdly the increasing pressure placed on HE 

institutions to acquire a wide range of obligations; and lastly, the changes in financing of 

public and private higher education institutions (Barnett, 2012). Some key trends that 

further illustrate the complexity of the HE sector include the demand for curricula 

transformation; changing qualification frameworks; accreditation standards, the 

corporatization of higher education; blurring lines between private and public higher 

education; private revolution; a greater demand than opportunities, changing 

demographics; and increasing competition (APPETD, 2014; Dowling-Hetherington, 2014). 

The next section provides an in-depth discussion of the significant trends facing HEIs. 

 

4.2.1 Globalisation and internationalization 

 

Globalisation has had an immense impact on higher education and on the process of 

internationalisation (Altbach, 2006). In general terms, globalisation includes the broad 

social, economic, and technological forces shaping the realities of the 21st century 

(Altbach, 2013). These social, technological, and economic demands affect various 

aspects within higher education institutions such as their legitimacy, governance 

structures, organisational arrangements, academics life, culture, and work (Clark 1998; 

Gumport, 2000; Walker & Torraco, 2004).  
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These forces also affect the identity of the university as a social system (Shin & Teichler, 

2014:23, Knight, 2014). Knight (2014) describes an “identity crisis” within HE institutions 

and outlines some of the unintended consequences that have evolved as a result of the 

process of internationalisation. Knight's argument suggests that internationalisation has 

evolved into a process characterized more by competition, commercialisation, self-interest 

and status building, as opposed to a process based on values of cooperation, partnership, 

mutual benefit, and exchange, as traditionally intended (Knight, 2014). In addition, 

internationalisation is a process that has been interpreted differently by institutions and 

countries across the world. Consequently, aspects such as partnership, collaboration, and 

mutual benefit are often not articulated but rather assumed (Knight, 2014).  

 

Another unavoidable consequence of globalisation is the increased focus on accountability 

and the pressure to ensure provision of quality learning, quality assurance, and continuous 

improvement policies (Van Damme, 2002). Accrediting bodies are continuously putting 

pressure on HE institutions to account for their product offering. In addition, HE institutions 

are under pressure to play the ranking game, working towards achieving and/or maintain 

rankings in order to preserve their image (Gioia & Corley, 2002). Subsequently, all these 

forces have far-reaching implications for HE institutions, particularly their identity and 

legitimacy, and academic systems need to be able to cope and respond to changes that 

are very complex in nature. While globalisation is an important environmental influence, it 

is not very easy to implement globalization initiatives, and often these globalization 

changes are more rhetoric than reality (Thomas & Cornuel, 2012). 

 

4.2.2 Massification  

 

The change from elite to a mass system of higher education took place in the last decade 

of the twentieth century in almost all developed societies (Schuetze & Slowey, 2002:310); 

and continues to be a key trend, transforming higher education in the 21st century 

(Calderon, 2012; OECD, 2014). This expansion transformed essentially the very nature of 

higher education in terms of structure and purpose and its social, and economic role 

(OECD 1998; UNESCO 1998).  
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Mass higher education has resulted in key trends, such as the decline in quality and 

academic standards (Altbach, 2013). This has resulted in quality concerns worldwide, and 

universities have been prompted to review learning programmes, qualifications, and 

institutional systems for accreditation purposes (Bhengu, Cele & Menon 2006: 848). 

Consequently, quality assurance systems have been widely adopted to deal with the 

massification of higher education, and the diversification of courses and resources (Gouws 

& Waghid, 2006). Furthermore, there is greater access and social mobility for a growing 

segment of the market and in terms of teaching and research, within mass high education. 

The pressures to widen participants and provide avenues of social mobility are driven by 

and have consequences for the characteristics of HE institutions as “knowledge societies” 

(Brennan & Teichler, 2008). Massification has also resulted in new patterns of funding for 

higher education institutions as governments can no longer adequately fund mass higher 

education (Altbach, Reisberg & Rumbley, 2009). Subsequently, massification has resulted 

in a shift towards tuition fees in countries that previously did not have them. Consequently, 

funding mass higher education has become a crisis in countries across the world.  

 

Notably, student enrolments have grown faster in Africa in the last four decades when 

compared to any other region (Oketch, 2016). In most African countries, institutions are 

experiencing “institutional massification”, with an average annual increase in enrolments 

between 15-25% in the last decade (Mohamedbhai, 2014). Consequently, most African 

institutions have enrolled students in excess of their capacity, and while this indicates an 

increased degree of access to higher education, it has had a negative impact on 

educational quality. Teferra (2014) describes growth of higher education in Africa as a 

“flash flood” of growth which has had major consequences on aspects such as quality and 

funding.  

 

4.2.3 Diverse student needs 

 

Higher education institutions are challenged to meet the educational needs of an 

increasingly diverse group of learners (Schuetze & Slowey, 2002:310). Major shifts have 

occurred in the size, demographic, makeup, needs, aspirations and expectations of the 

student population worldwide (Altbach et al; 2009). The increase in the global circulation of 
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academics and the globalization of the curriculum, have vastly increased the international 

circulation of academic talent (Altbach, 2013). It is forecasted that by 2025, the demand for 

international education will grow exponentially to an estimated 7.2 million students (Knight, 

2014). In the 21st century “the student consumer is king” and the ever-changing global 

patterns of demand for higher education are becoming more and more significant to the 

economic success of cities and countries (IPPR, 2013). 

 

4.2.4 Technology 

 

The worldwide impact of the digital age and new and emerging technologies have further 

transformed higher education (CHE, 2004b). The investment and maintenance of an 

effective technology infrastructure is a key strategic focus for modern universities, with the 

expectation that increased use of technology will improve the quality and flexibility of 

learning (Sloan Consortium, 2008; McCarthy & Samors, 2009).   

 

There has been a rapid adoption of both partial and fully online modes of learning, which 

has changed the mode of delivery of management education (Jamali, 2005; Dykman & 

Davis, 2008; Wishniewsky & Radovilsky, 2009). The explosion of massively open online 

courses (MOOCs) is evident of the increasing move to online education platforms (CHE, 

2014). MOOCs offer an environment for lifelong learning as well as a greater variety of 

courses through the use of social learning pedagogies (CHE, 2014). The MoocLab’s World 

University Ranking indicated that the overall offering of MOOCs in global higher education 

has grown by more than 85% since 2015, with more than 70 million people taking courses 

across the main platforms, such as Coursera, edX and FutureLearn (JSE, 2020). 

Consequently, these alternative online education models present challenges to the 

traditional “brick and mortar” style education institutions (Thomas & Thomas, 2011).  

 

In addition to the above, the current COVID-19 pandemic has had further implications on 

the mode of service delivery for HE institutions. Most HE institutions have been forced to 

adopt remote modes of learning and redesign their infrastructure in order to support their 

learner’s needs (Horn, 2020). These new modes of delivery will have implications on the 

student experience, assessment practices, and student engagement. HE institutions have 
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needed to embrace a “new normal”, and consequently have needed to become more 

comfortable with aspects such as remote working and virtual environments.      

 

4.2.5 Marketization  

 

Vos and Page (2020) argue that a new educational managerialism has been introduced as 

a result of marketization. Here management practices in universities have adopted 

characteristics, techniques, and values used in the private sector. Martin (2016) explains 

that this new managerialism within universities do not necessarily align with modern 

business practice as universities seem to become more centralized in terms of top-down 

management approaches, bureaucratic administrative procedures and assessment and 

performance target-driven research. Consequently, there is a conflict between the basic 

missions of HE institutions in terms of their teaching, research and public service (Altbach 

et al; 2009). HEIs struggle to balance these tensions, as on the one hand, they need to 

survive and behave like for-profit organisations, prioritizing revenue creation. On the other 

hand, they need to serve as non-profit organisations, prioritizing the public good (Kalfa & 

Taksa, 2017).  

 

In consideration of the trends that are changing the state of HE, Pucciarelli and Kaplan, 

(2016) suggest that business ethos and practices are becoming increasingly acceptable in 

HEIs, and HEIs need to develop competitive strategies to assess drivers of change, to 

create adequate responses to change, and to develop policies and strategic guidelines 

that allow evolution to happen (Pucciarelli & Kaplan, 2016). 

 

The trends discussed above, in conjunction with the diverse responsibilities of higher 

education, add considerable complexity and challenges to the higher education 

environment (Macgregor, 2009). A comprehensive report by the OECD on the state of 

higher education globally, indicates that within the context of all these changes, the identity 

of HEIs as organisations is undergoing profound changes with increasing debates on how 

they should adapt to their fast-changing environment (OECD, 2014). Evidently, HEIs need 

to respond to a multitude of pressures (Kezar, Bertram Gallant & Lester; 2011) and 

appropriate strategies need to be developed in order to cope with these challenges.  
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Given that change remains an unending process for organisations, there is growing 

impetus for the need to understand organisational change and change processes affecting 

the modern organisation from a strategic perspective (Ahmed, Balzarova & Cohen, 2015). 

This is reflected in numerous recent calls for research on strategy and change in the 

higher education sector (Siegel & Teece, 2015; Pucciarelli & Kaplan, 2016; Siegel & Leih, 

2018), and provides the rationale for the positioning of the current study within the HE 

environment.  

 

Within the context of the HE changes discussed above, the following section discusses the 

business school sector from a global perspective, and then focuses on the South African 

HE context.  

 

4.3 THE BUSINESS SCHOOL INDUSTRY: A GLOBAL PERSPECTIVE 

The next section first discusses the growth of business schools globally and the increased 

demand for business education, and then concludes with key trends and challenges facing 

the modern business school.  

 

4.3.1 Growth of business schools and demand for business education 

 

The last forty years has seen incredible growth and development for business schools 

globally (Friga, Bettis & Sullivan, 2003; Pettigrew, Cornuel & Hommel, 2014), and 

consequently management education and management research (Dameron & Durand, 

2018). Many scholars have referred to the phenomenal expansion of business schools 

worldwide, describing this sector as flourishing, or referring to business education as “big 

business” (Pfeffer & Fong, 2002: 15; Thomas & Wilson, 2011; Beehler & Luethge, 2013; 

Dameron & Durand, 2018:1). There are currently over 16 000 institutions worldwide that 

grant business qualifications and a large percentage of graduates of HE institutions are 

educated in business schools (AACSB, 2017:50).  

 

Business schools worldwide have been the major growth sectors in most universities as 

the number of students have increased considerably (Vos & Page, 2020). With the 
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increase in student numbers, business schools are often viewed as the financial "cash 

cows” that cross-subsidize other university activities, which has transformed their role 

(McKie, 2018:60). Kaplan (2018) suggests that the changes currently facing business 

schools represent a new fourth era, where business schools will need to  

adopt an entrepreneurial mind-set characterized by speed and agility, which will  

require a fundamental transformation of the existing business school model (Pucciarelli & 

Kaplan, 2016).  

 

Despite reports indicating a decline in MBA applications in the United States and the 

United Kingdom, there was an increase in applications in the Asia Pacific region by 8.9% 

and in Canada by 7.7%, with European institutions showing a light increase of 3.2% 

(Mpofu, 2019). Durand and Dameron (2017) report that despite high and rising fees that 

students need to pay, demand for management education remains high and continues to 

grow in most Organisation for Economic Co-operation and Development countries 

(OECD), with particularly strong growth in BRICS countries (Brazil, Russia, India, China 

and South Africa). A recent report by the Association of MBAs (AMBA), showed that on 

average there has been an increase in applications between 2017 and 2018 of 9% for 

business schools and 8% for MBA programmes; and enrolments increased by 10% at 

business school level and 9% for MBA programmes (AMBA, 2019). Durand and Dameron 

(2017:3) explain how the growing demand is driven by two main forces; namely, money 

and ideology, and explain that this has resulted in “an insidious battle around which 

countries and institutions vie for dominance of the [management education] field 

worldwide, influencing our vision of what should be taught and learnt regarding business”.  

 

Within the African perspective, there is an increasing demand for management education 

across the continent (AMBA, 2015). This is as a result of the significant economic 

advances many African countries have experienced in the last two decades, and the 

importance placed on HEIs in building the skilled workforce within African countries 

(Radelet, 2016). It is estimated that student enrolments in business programmes account 

for about 44% of the HE enrolments in sub-Saharan Africa (African Economic Outlook, 

2012). Notably, Durand and Dameron (2017) indicate that developing countries will be the 

main providers of the growing demand for management education in the future, and assert 
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that this further strengthens the ideological stake associated with business schools. In a 

joint research paper for AMBA and AABS, it was argued that, “business schools 

throughout Africa have the potential to stand at the very cusp of innovative practices in 

global management education. They have the potential to diverge from, or improve on 

dominant and often ill-fitting Western business school methods and develop a new 

understanding of what management education should be” (Arnold, et al; 2017:275). This 

paints a positive and encouraging picture for the future of business schools in Africa. 

Consequently, there is increasing impetus for research on management education and the 

business school sector, particularly within the developing world. 

 

4.3.2 Business schools and their business and education models 

 

Kaplan (2018: 601) defines a business school as “any educational institution that 

specializes in teaching courses and programmes related to business and/or 

management”. Similar to other higher education institutions, business schools can other 

be publicly or privately funded, however most schools are located somewhere on a 

continuum between these two options.  

 

Typically, business schools teach courses in areas such as entrepreneurship, finance, 

marketing, and strategy (Kaplan, 2018). Durand and Dameron (2017) state that the heart 

of the business model of business schools revolves around funding and reputation, as 

most business schools do not operate for profit but seek to grow revenue to better their 

reputation. While most business schools are part of a university typically regulated by 

government, a number of third parties have emerged in the last two decades which has 

added a layer of complexity to the system (Dameron & Manceau, 2011). These third 

parties consist of international accreditation bodies, national evaluation bodies, or 

processes and rankings published by newspapers and magazines, and business schools 

are increasingly driven by these mechanisms (Durand & Dameron, 2017). Kaplan (2018) 

affirm that these characteristics make the management of business schools quite different 

from the management of other higher education institutions as central considerations for 

business schools deans are metric such as market share, margins and customers 

(student) satisfaction.  
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In recent years, business schools have been under pressure to re-evaluate and re-

engineer their business and education models, which has led to a current identity and 

legitimacy crisis facing business schools (Thomas et al; 2013). Business schools have 

been criticized for being “too analytical and detached, too academic, too technical and far 

too narrow and specialized” (Thomas et al; 2013:69). Consequently, business schools are 

in a current era of experimentation and change and have needed to relook at their 

strategies in order to respond to the challenges and changes facing them (Thomas & 

Cornuel, 2012). Well known business schools such as the Open University Business 

School (OUBS) and Hass Business School at Berkeley are focusing on developing 

alternative models of blended learning that are technologically advanced and more 

practice-based to incorporate principles of action and experimental learning (Thomas & 

Cornuel, 2012). Another example is the changes at Harvard University where the dean, 

Nitin Nohria, shared his plan to develop management competence and character as a key 

aspect of their curriculum (Starkey & Hatchuel, 2014). Baba (2018) reports that business 

acumen and managerial competence have become much more pluralistic within a 

globalized world, consequently the notion of multiple intelligence has become more 

relevant for management training. He states that business schools are required to 

generate new models for stimulating growth, channelling investment and students need to 

become experts in diverse aspects such as the diffusion of technology (Baba, 2018).  

 

4.3.3 Implementing change within business schools 

 

Despite the widespread calls for business schools to change and transform the way they 

do things, there is also acknowledgement that these changes are not easy (Pfeffer & 

Fong, 2002; Khurana, 2007; Birnik & Billberry, 2008; Thomas & Cornuel, 2012; Pucciarelli 

& Kaplan, 2016).  

 

Barriers of change in business schools are numerous and include intellectual and 

managerial inertia, the disciplinary tradition, staff demographics and motivations, incentive 

systems and the expectations of the university, its leadership and other stakeholders 

(Starkey & Hatchuel, 2014). Friga et al. (2003) state that although business schools in 

general have adopted a renewed strategic emphasis, their strategies and structures 
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remain fairly similar to those set out in the 1950s, due to structure sectorial factors. For 

centuries, education has been considered a public good, shaped by many entities at both 

supranational and national levels (Friga et al; 2003).  

 

Brown (2013:94) remarks that universities, in general, are typically difficult to change 

because of their culture. Higher education institutions are viewed as professional 

bureaucracies (Mintzberg, 1991) and as value-driven and loosely coupled systems (Weick, 

1976), inhabiting multiple power and authority structures, possessing collegial culture, 

complex decision-making structures and having ambiguous goals (Brown, 2013). In 

addition, education institutions are traditionally conservative in nature with regards to their 

practices, goals, and culture (Lane 2007). They strive to preserve traditional culture and 

values, and tend to resist change that may not have lasting power (Lane, 2007). 

Consequently, there is a lot of tradition involved and considerable inertia regarding change 

(Thomas, Lorange & Sheth, 2013). In addition, universities have unique specificities 

related to their history, to their social and cultural mission, and to the people who work in 

them, which make them particularly resistant to change (Halász, not dated).  

 

Lane (2007) highlights various factors that contribute to resistance to change in higher 

education, including strong existing traditions or paradigms; lack of perceived need for 

change; lack of time to study or implement change; fear of loss of resources and fear or 

loss of accreditation. Kotter and Schlesinger (2008) site various reasons for resistance to 

change, such as self-interest, fear of losing something of value, a concern on the part of 

the individual that they will be unable to acquire the skills needed to cope with the new 

situation and a low level of tolerance to change. Academics may also experience what 

Van Dijk and Van Dick (2009:144) refer as “person-orientated resistance to change”, 

which may result from an individual’s view of their place in the organisation and their 

perception of a risk to their work identity and status.  

 

In addition to the factors mentioned above, Birnik and Billberry (2008) identify some 

unique factors that make changing business school practice problematic, such as the 

current tenure system where new faculty members must adhere to the research traditions 

in order to get promoted and must publish in top academic journals. Universities often face 
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criticism for adopting myopic publishing strategies, along the lines of the ‘publish-or-perish’ 

view which often neglects key stakeholders such as practitioners and students, whose 

support is crucial for the acquisition of resources (Cotton & Stewart, 2013; Pucciarelli & 

Kaplan, 2016: 314). Another factor is the argument that business schools have sold out to 

the “tyranny of rankings” (Khurana, 2007) and this contributes towards maintaining the 

status quo, as top schools have a low incentive to change (Pfeffer & Fong, 2002). Pfeffer 

and Fong (2002) further argue that the current management education paradigm suits 

many stakeholders, and many business school academics have grown up and positioned 

themselves within this system. Currie, Davis and Ferlie (2016:743) call for university-based 

business schools to “lower their walls” and suggest that business schools need to think 

“bigger” and in more creative and holistic manners. 

 

All the aspects above make modification of behaviour particularly challenging within higher 

education institutions (Lane, 2007). Meyer, Pascuci and Meyer (2018) argue that now 

more than ever, organisations such as business schools are required to reorganize their 

structures and managerial processes in order to re-examine their strategies and better fit 

into the new context that inevitably faces them.  

 

4.3.4 Key themes and challenges facing business schools and management 

education 

 

Despite the popularity of management education and success of business schools 

globally, there are several major challenges that are restructuring the arena within which 

business schools’ function (Dameron & Durand, 2018). Friga, Bettis and Sullivan 

(2003:233) argue that given the relationship between management education and the 

business world, market forces such as globalisation, technological changes, and new 

workplace requirements may affect business education more than any other branch of 

academia. 

 

A comprehensive study conducted by Dameron and Durand (2017) involving business 

schools from 22 countries, highlights several major issues affecting business schools 
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worldwide. Not surprisingly, most of these themes revolve around reputation and funding 

issues and are summarized in Table 3 below.  

Table 3: Challenges and recurring themes facing business schools 

Issues affecting business 
schools 

Key themes 

1. Third parties play an 
increasing role in 
evaluating business 
schools 

• Accreditations used as marketing tools. 
• Impact of accreditation bodies as an entryway into   

 International rankings. 

2. The existing business 
models are at risk due 
to their financial 
viability 
 

• Costs keeping increasing, whereas public funding is 
decreasing. 

• Increasing fees and increased importance on executive 
education (seen cash cows in terms of offerings).  

• Diversifying portfolios to include undergraduate programmes. 
• Increased call for donations.  
• Caution against salary increases. 
• Mergers to share fixed costs of investments in e-learning and 

internationalization.  
3. The recruitment of 

non-tenure track 
(NTTs) staff is creating 
a line of divide among 
management faculty 
and a disconnect 
between knowledge 
production and 
dissemination 

• Increase in hiring adjunct professors or non-tenure track (NTT) 
faculty, to cut salary costs.  

• Negative affect on academic collegiality. 
• Disconnect between the creating of new knowledge and those 

in charge of disseminating the knowledge through teaching.  

4. Internationalizing is 
complex and costly 
before it pays off 

• Increased costs.  
• Concern regarding language usage and the relevance of 

contents.  
5. Digital transformation 

significantly affects 
management 
education 
 

• Prevalence of massive open online courses (MOOCs). 
• Combination of distance and face-to-face learning, in a 

blended format.  
• Increased capital requirements and costs.  
• Possible for competitors to enter into distant markets that were 

once viewed as protected local markets. 
6. New private entrants 

are running for profit 
 

• Business schools join forces to form clubs to offer 
management programmes on the world market with the 
intention of making a profit and competing in the global market.  

• Private operators entering the market for example Laureate 
from the USA. 

• Move of some business schools to become private as a result 
of limited funding from their parent organisation.  

7. Changes in • Greater specialization 
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management 
education models 

• Value-based approach 
• Global and international approach to business education 

Source: Own compilation 

  

As is evident in Table 3, business schools face a myriad of pressures from both internal 

and external forces to transform. Many of these changes cannot be ignored as they have a 

direct impact on the reputation and income of business schools. On the one hand, 

business schools are under pressure to develop new strategies and turn to austerity 

measures as resources are cut and as a result of declining state funding (Dameron & 

Durand, 2018). On the other hand, increasing expectations and demands associated with 

the trend of digitalisation and the need for skills development beyond traditional 

approaches have resulted in business schools looking for ways to increase their resources 

and wealth of their offerings (Cornuel, 2005). 

 

The trends and challenges highlighted above ultimately affect both the identity and 

legitimacy of business schools, as business schools try to establish how to balance the 

diverse interests they need to serve (Khurana, 2007; Khurana & Nohria, 2008; 

Alajoutsijärvi et al; 2015). Despite all these challenges, business schools are still 

considered as one of the success stories of higher education (Peters, Smith & Thomas, 

2018:1). Kaplan (2018) predicts that business schools will most likely remain one of the 

major success stories in higher education, as demand for qualified graduates will continue 

to increase, driven by overall expansion of the world economy in new and emerging 

markets. The International Association for Management Education (AACSB) shared the 

following prediction in terms of the future vision of business schools:  

  

 “The world’s thirst for education, economic development, and quality of life has never 

been greater. Together, these needs make the existing paradigms for higher education 

and organisational leadership ideal suitors for disruption and innovation. Business 

schools find themselves in the middle of these two worlds and are increasingly called 

to transform – in some ways gradually and in other ways dramatically – to address the 

needs of the students they educate and the industries they serve.” (AACSB, 2016:2).  
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They call on business schools to be “drivers of change” which will require incorporating 

new models and strategies (AACSB: 2016:2). Consequently, the changes and challenges 

affecting business schools also provide an opportunity in their potential to contribute to 

learning opportunities, addressing the needs of students and the broader society. The next 

section positions the discussion within the context of the South African higher education 

landscape and reviews the business school sector within the South African context.            

  

4.4 THE SOUTH AFRICAN HIGHER EDUCATION (HE) LANDSCAPE 

The previous section examined HE within the global context, discussing the key changes 

and challenges affecting HEIs globally. Within the context of these changes, the business 

school sector was discussed. The next section reviews the South African Higher 

Education context, discussing the challenges specific within a national context and 

addresses the national accreditation system that governs and regulates HE institutions 

and business schools within South Africa.  

 

4.4.1 Changes in HE in South Africa 

 

The South African HE landscape was transformed, post-1994, to redress past inequalities 

in the higher education system due to an Apartheid system that had led to a divided and 

racial higher education system (Mekoa, 2018). Subsequently, in 1994, new education 

policies were formulated and implemented to restructure the HE system, and to meet the 

challenges of a democratic and non-racial society (Mekoa, 2018). In 2015, the Minister of 

Higher Education and Training, Dr Blade Nzimande, emphasized the important role of HE 

as a public good and the social, cultural and scientific value of this sector (DHET, 2016). 

Quality higher education is not only viewed as critical to economic development, but also 

as an important driver of social development and cohesion, and a requirement for 

transformation in South Africa (DHET, 2016). In terms of access and ethnic 

representation, South African higher education has undergone significant changes 

(Cloete, 2016), and according to Higher Education South Africa (HESA), student 

enrolment numbers have almost doubled since 1994 with a more demographically 

representative student body (HESA, 2014). The South African government aims to 
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achieve a participation rate of 23 per cent in higher education, which translates into 1.6 

million enrolments by 2030 (DHET, 2018).  

 

In its review of the higher education system, the Council for Higher Education (CHE, 

2016a) highlighted three major themes shaping higher education institutions in South 

Africa. The first theme is that of the modernising state, which includes the policies, 

processes, and mechanisms employed to steer the sector in a new era characterized by 

integration and the achievement of national goals in order to further the economic and 

social development of the country. The second theme is transformation and the need for 

equal opportunities for everyone. It is acknowledged that in conjunction with policy efforts 

on the part of national departments concerned with education, other national bodies such 

as the South African Qualifications Authority (SAQA) and the Council on Higher Education 

(CHE), as well as staff and student unions and their activities have all had some level of 

impact on the development on the trajectory of the HE system. A third theme is the global 

context and internationalisation and how the HE system has positioned itself in the 

globalising knowledge society. This theme highlights various fundamental changes such 

as the extensive use of an external quality assurance system; international benchmarking 

process and rankings; the ICT revolution; and the increase in staff and student mobility 

(CHE, 2016a).  

 

As with HEIs globally, profound global transformation continues to shape the HE sector in 

South Africa and the key drivers of this transformation are numerous, including:  

technological advances, issues of global sustainability and security, a “borderless” and 

accessible, yet a deeply unequal society, borderless HE in which private and public 

institutions are competing for the same students, changing perceptions of the role of the 

university, serious social disorder and violence and a transitional period of leadership and 

governance between “old” and the ”new” (UNISA, 2019a:31). All these changes make for 

a highly complex environment in which HE institutions need to function, consequently a 

number of challenges face HE institutions in South Africa, addressed in the next section.  
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4.4.2 Challenges facing HEIs in South Africa 

 

While significant advances have been made within Higher Education in South Africa since 

1994, key challenges still affect delivery of HE in South Africa (HESA, 2014; DHET, 2016; 

Mekoa, 2018). Table 4 provides a summary of the major challenges facing South Africa's 

HE sector, compiled by various sources and comprehensive reports conducted on the HE 

sector (HESA, 2014; TOC; 2015; DHET, 2016; USAF, 2018; Mekoa, 2018). 

 

Table 4: Major challenges facing higher education in South Africa 

Challenges within the HE sector Key themes 

Transformation issues  

• Slow pace of transformation and changing 
of institutional cultures 

• Decolonization of the curriculum (curriculum 
transformation) 

• Staffing crisis 
• An embedded colonial-apartheid narrative 
• Language policies 

Access and success 

• Pressure for greater access to HE, 
producing a massification of knowledge 
systems  

• Low attrition rates and high throughout-put 
rates 

Decline in state funding 

• Decline in government subsidies 
• Inadequate funding for student loans and 

bursaries (NSFAS) 
• Increase of gross enrolments putting strain 

on universities  

Academic staffing crisis 
 

• Ageing professoriate 
• Poor advancement and success planning  
• Low number of PhD graduates 

Continued levels of unrest 
• Student protests triggered by limited 

subsidies, pressing demand for HE and 
decolonisation of the curriculum 

Source: Own compilation 

 

The DHET (2016) provides a comprehensive list of key challenges affecting HEIs, which 

encapsulates most of challenges mentioned in Table 4, namely low graduation/success 

rates, a decline in state funding for the university sector, and an inadequate funding 

scheme, the pressure to transform the sector through transformed language policies and 
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transformed curricula; a fluid policy environment that is subject to regular policy changes 

and the need to build the next generation of academics.  

 

All the changes affecting higher education have also diversified the roles of academics 

affecting academics at all levels of the organisation. Ntshoe, Higgs, Wolhuter and Higgs 

(2008) indicate how the academic climate within the South African higher education setting 

has changed focusing on five themes: (i) increasing workloads and the low morale of 

academics; (ii) an increasing emphasis on performance, productivity, professional 

standards and external accountability; (iii) revenue-generating programmes; (iv) 

specialisation and the complexity of university work; (v) the diffusion and blurring of roles. 

Ngambi (2011) confirms this and describes how attracting and retaining skilled, 

knowledgeable and competent employees within higher education institutions has been a 

challenge as a result of low morale amongst academic faculty staff, skills shortage, stifled 

academic freedom, low salaries, high academic-student ratio, higher workload, and 

exclusion from decision-making processes. In 2015, the Department of Higher Education 

and Training (DHET) announced the implementation of the Staffing South African 

Universities Framework (SSAUF) in an attempt to respond to the challenge to attract and 

retain talented academics, particularly black staff (DHET, 2015). The Minister of Higher 

Education and Training at the time, Dr Blade Nzimande, referred to the crisis facing the 

higher education sector in terms of the size, composition, and capacity of its academic 

staff, indicating that recruitment efforts need to prioritise the recruitment of black and 

women academics in order to change the demographic profile of the sector and increase 

the pace of transformation within the HE sector (DHET, 2015).  

 

The challenges discussed above problematize the effectiveness and delivery of current 

and future HE in South Africa and reflect a largely inefficient HE system.  Amidst all these 

challenges, HEIs institutions are under pressure to continuously improve and meet 

national quality standards and accreditation targets. Consequently, the next section 

addresses how HEIs are regulated in South Africa. 
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4.4.3 Governance and regulation of HEIs in South Africa 

 

The focus of the current study was on a strategic change process, involving the re-

curriculation and development of a MBL qualification. This change process was closely 

linked with the accreditation process the SBL went through in 2014-2015 for their MBA 

and MBL qualifications. The curriculum change process was driven as a response to 

national standards of quality assurance determined by the CHE, and linked to the 

restructuring of the country's NQF, which leads to business schools (along with other 

HEIs) needing to realign their programmes with the revised qualifications framework. 

Consequently, it is necessary to provide some context to the governance and regulation 

structures within the South African Higher education system. The next section provides an 

overview of the regulatory framework, specifically as it relates to curriculum and 

programme development, accreditation, and funding. This section also provides 

background to the national changes that took place within the NQF, which required all 

registered and accredited South African Universities to realign their existing qualifications.   

  

 4.4.3.1 The regulatory framework for HE in South Africa 

 

The South Africa HE system has become increasingly regularised in the past 20 years, 

with a growing series of stringent regulatory frameworks that HEIs need to adhere to 

(Zawada, 2020). The governance of HEIs in South Africa takes place through registration, 

accreditation, funding (linked to enrolments and graduations), and reporting (SAQA, 2020). 

The governance of curriculums in South Africa is enacted by three key role players, 

namely (Zawada, 2020): 

 

• Department of Higher Education and Training (DHET); 

• Council on Higher Education (CHE); and the  

• South African Qualification Authority (SAQA). 

 

The Department of Higher Education and Training (DHET) is the national government 

department that has general oversight over the country’s entire post-school education 

sector, and is responsible for approving and funding the Programme Qualifications Mix 
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(PQM) of all public universities (Zawada, 2020). In order for a public university to offer a 

programme, the DHET needs to approve the programme as part of the University’s PQM, 

which also means the department will fund the university to offer that programme should it 

be accredited by the CHE and registered by SAQA. Qualifications registered on the Higher 

Education Qualifications Sub-Framework (HEQSF), form part of the National Qualification 

Framework (NQF) (Zawada, 2020). In order to understand education achievement in 

South Africa and how it is graded, it is necessary to understand the composition of the 

NQF, which is described in the next section. 

 

 4.4.3.2 The South African National Qualifications Framework (NQF) 

 

The South African NQF encompasses all education and training sectors in the country, 

and involves the development of qualifications and quality assurance work, and 

interventions to enhance access to and progression within the system (SAQA, 2016). In 

keeping with international trends in NQF development, the South African NQF can be 

described as a linked NQF, which means that although there remains a national 

framework, it consists of three sectors that develop and maintain their own sub 

frameworks (Keevy, 2013). The three coordinated NQF Sub-Frameworks are each 

overseen by a Quality Council (QC) and include: 

 

1. Basic education and training: The General and Further Education and Training 

Qualifications Sub-Framework (GFETQSF) overseen by Umalusi (The Council for 

Quality Assurance in General and Further Education and Training) 

2. Higher education and training: The Higher Education Qualifications Sub-

Framework (HEQSF) overseen by the CHE 

3. Trade and occupation: The Occupational Qualifications Sub-Framework (OQSF) 

overseen by the Quality Council for Trades and Occupations (QCTO)  

 

The QCs are coordinated by the South African Qualifications Authority (SAQA), which is 

responsible for various functions and plays a leadership, oversight and coordinating role, 

as well as fostering of communication and articulation within the system (SAQA, 2015; 

CHE, 2015). Table 5 gives a representation of the South African NQF.  
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Table 5: Representation of the South African NQF 

National qualifications framework 

NQF 
Level 

 
Sub-framework and qualification types  

10  
 
 
 
 
 
HEQSF 
(CHE) 

Doctoral degree 
Doctoral degree (professional) *  

 
 
 
 
 
OQSF  
(QCTO) 

9 Master’s degree 
Master’s degree (Professional) * 

8 
Bachelor honours degree 
Postgraduate diploma 
Bachelor’s degree (480 credits) 

Occupational certificate 
(Level 8) 

7 Bachelor’s degree 
Advanced diploma 

Occupational certificate 
(Level 7) 

6 Diploma 
Advanced certificate 

Occupational certificate 
(Level 6) 

5 Higher certificate Occupational certificate 
(Level 5) 

4  
 
 
GFETQSF 
(Umalusi)  

National certificate Occupational certificate 
(Level 4) 

3 Intermediate certificate Occupational certificate 
(Level 3) 

2 Elementary certificate Occupational certificate 
(Level 2) 

1 General certificate Occupational certificate 
(Level 1) 

*Where The development of an occupational qualification is needed at these levels, the develops should 
contact SAQA, the CHE and the QCTO 
Source: Adapted from SAQA (2020) 

 

As illustrated in Table 5, each sub-framework is made up of a grid of qualifications. A 

qualification is the certificate, diploma, or degree (for example, an MBA, or MBL degree) 

which an institution awards to a student on the successful completion of an accredited 

programme of study of 120 credits or more (CHE, 2015). The highest level is number ten, 

which is a doctoral degree and all Master’s programs are at NQF level 9 (Arnold et al; 

2017). 

 

 4.4.3.3 Important developments in the NQF structure 

 

In 2008 and 2009, major changes were introduced to the NQF structure and governance 

of education and training. The purpose of the restructuring was to overcome contradictions 

and problems that had emerged in the first decade of implementation, and to build on the 

experience and structures established since the SAQA Act of 1995 (SAQA, 2015). 

Notably, the NQF Act of 2008 brought in new changes in the NQF levels, resulting in an 

increase in NQF levels to ten from the previous eight. In terms of the governance 
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structures, the former Department of Education was split into a Department of Basic 

Education (DBE) and Higher Education and Training (DHET). The DHET was created in 

the interests of an articulated post-school education and training system. As a result of 

these changes, higher education institutions were required to align their qualification to the 

revised HEQSF in 2013 (SAQA, 2015).  

 

It is within the context of these changes that the current strategic change process took 

place. Some background is required here to understand the context specific to master’s 

level qualifications. As mentioned in the previous paragraph, the current NQF consists of 

ten levels, with master’s degree pegged at NQF level 9, and doctoral degrees at NQF level 

10. Prior to 2016, all MBA and MBL degrees offered in South Africa were pegged at NQF 

level 8. Following the changes in the NQF structure, the business schools’ representative 

body, the SA Business Schools Association (SABSA), approached the CHE requesting 

that all future masters' level programmes be pegged at level 9, making them full masters, 

which meant they would be classified as a professional degree. This was the result of an 

elaborate process, part of which included an MBA Standards Development Working Group 

convened by the Council on Higher Education (CHE) from 2013 to 2015. The CHE 

approved their request and institutions began the process of re-curriculating their 

programmes from NQF level 8 to NQF level 9. Subsequently, business schools began 

redesigning their Master’s level curricula to the higher academic level (Arnold et al; 2017). 

This process was completed by business schools in 2015, after which all master’s 

programmes went through a rigorous peer evaluation process and were all deemed to 

have met the criteria and minimum standards for accreditation of their programmes (CHE, 

2016b).  

 

 4.4.3.4 Challenges related to the changes in the NQF 

 

While the new NQF Act of 2008 was widely welcomed, it did result in some systemic and 

management challenges at the time. These changes placed unexpectant demands on the 

system. In particular, the change of the framework of qualifications from eight to ten levels 

created a number of transitional difficulties in terms of complicating the record systems 

and the reporting of trends over time.  
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The changes in the NQF structure resulted in stricter entry requires for Master’s level 

programmes. Previously, the majority of students who entered Master’s programmes did 

so with a bachelor’s degree, however now they needed to have an honours or equivalent. 

This means that in most cases, before students start their MBA, they will have to complete 

a business-related, one-year postgraduate diploma (PGDip), which means students face 

extra commitment in time and money (Arnold et al; 2017). Expectantly, MBA registrations 

had fallen in 2016 because many students had to study for a PGDip first, with one 

business school reporting a 60% drop in intake for the year (Arnold et al; 2017).  

 

The changes to the NQF structure also resulted in concerns amongst students still 

enrolled in NQF level 8 programmes. Whilst the modules between these programmes 

were common, they were not equivalent in terms of the admission requirements, level at 

which the modules were pitched or the research requirements (SAQA, 2015). There was a 

transition period where some business schools offered both an NQF level 8 programme 

and an NQF level 9 programme concurrently (SAQA, 2015). The main concern was that 

students on the lower NQF programmes would graduate with an academically inferior 

qualification (Arnold et al; 2017). Subsequently, the CHE and business schools sent 

communications out to students to indicate that the change would not devalue degrees 

awarded under the former system.   

 

The CHE, at the time, advised that students who were registered for the NQF level 8 MBA 

programme would continue in this programme and exit with an MBA qualification at NQF 

level 8. Institutions were also allowed to offer the NQF level 8 programme, until the 

Minister of Higher Education and Training announced the phasing out of all programmes 

not aligned to the correct NQF levels. This included both the MBA and MBL degrees. In 

consultation with higher education institutions, the CHE set a date for phasing-out of non-

aligned programmes to be the end of 2019. The next section gives a brief overview of the 

accreditation of HE programmes. 



118 

 

4.4.4. Accreditation of HE programmes 

 

All HE learning programmes that lead to full qualifications (offered by both public and 

private HEIs) within HE institutions in South Africa are regulated by the Council on Higher 

Education (CHE) and must be accredited by the higher education QA body, and then 

registered on the HEQSF part of the NQF (SAQA, 2020). Accreditation and re-curriculation 

processes are ongoing to ensure that qualifications are internationally aligned as well as 

relevant and of high quality. Submissions for accreditation of programmes are received 

and evaluated on an ongoing basis throughout the year and applications submitted in one 

financial year may only receive an HEQC outcome in the following financial year (CHE, 

2004a:13). The next section provides a breakdown of the key aspects of the accreditation 

process (Zawada, 2020):  

 

• The process of pre-approval for funding (DHET), accreditation (CHE), registration 

(SAQA) and final approval for funding is a complex and lengthy process, ranging from 

18 to 36 months. 

• An internal institutional process of approval is followed first within universities, before 

the external process at national level. 

• The internal process involves a lengthy process of the actual curriculum development 

in curriculum teams, followed by an internal academic approval process, which usually 

includes academic departments, school and faculty boards as well as the Senate of the 

university.  

• It generally takes two years (although in some cases up to four or five years) before a 

“new” programme conceptualised by academics, reaches the first student cohort. 

• All public universities have to report annually on their activities to the DHET in order to 

receive their funding.  

 

As mentioned in this section, business schools form a part of the regulatory framework 

discussed above; and are seen as playing a crucial role in the provision of management 

education in South Africa. The next section discusses the business school landscape in 

South Africa and ends with an illustrative case study of the SBL and the change process 

that was the focus of the current study. 
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4.5 BUSINESS SCHOOLS IN SOUTH AFRICA 

Business schools form part of the Post-School Education and Training (PSET) institutions 

in South Africa. In 2018, there were 1.2 million students enrolled at public and private HEIs 

in South Africa, and the majority were registered in public institutions with a headcount of 

1 085 568 students (197 898 students were enrolled in private HEIs) (Parliamentary 

Monitoring Group, 2019). The government has set a target for a total of 1.6 million 

enrolments by 2030 (MacGregor, 2014).  

 

As mentioned in Chapter 1, the Graduate School of Business Leadership (SBL) forms part 

of the University of South Africa (UNISA). UNISA is described as a mega university with 

headcount enrolments in excess of 300 000 (Letseka, Letseka & Pitsoe, 2018). Student 

enrolments for the period 2015-2019 for UNISA and for the Graduate School of Business 

Leadership (SBL) are provided in Table 6 (UNISA, 2019a). 

Table 6: Student enrolments for the period 2015-2019 for UNISA and the SBL 

 2015 2016 2017 2018 2019 

University of South 
Africa (UNISA) 321 646 284 566 326 624 358 346 333 411 

Graduate School of 
Business Leadership 1 864 1 870 1 684 1 381 1 335 

Source: Adapted from UNISA’s annual report (UNISA, 2019a:9) 

 

For the SBL there was a decline in enrolments over the years 2016-2019. As mentioned in 

Section 4.4.3.4, overall enrolment figures for most business schools had fallen in 2016 as 

a result of the change in the entry requirements associated with Master’s level 

programmes. Enrolment numbers were expected to return to normal over the next three 

years, once the new qualification pipeline had worked its way through the system (Arnold 

et al; 2017). 

 

4.5.1 The provision of business education in South Africa 

 

Business schools play an important role in the provision of management and business 

education in South Africa and are perceived as playing a crucial role in the betterment of 

society (Nyanducha, 2008). A social imperative for leading business schools is to produce 
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high quality leaders who are able to develop innovative solutions, through their teaching 

and learning practices, research, business connections, and community involvement (SBL, 

2013a: 4). Business Schools are also seen as playing a particularly critical role in laying 

the groundwork for private sector development, by training current and future leaders in 

their home markets (SABSA, 2016).  

 

The period between 1994 and 2004 saw an exponential growth of business schools in 

South Africa, from 7 business schools pre-1994, to 27 institutions by 2004 (Arnold et al; 

2017). With the explosion of institutions within such a short period, concerns were raised 

at numerous levels regarding the quality, costs, benefits, and relevance of programmes 

(Arnold et al; 2017). Consequently, the CHE saw the need to initiate a review of various 

MBA platforms, in 2002 (CHE 2004b). This review resulted in 15 MBA programmes losing 

their accreditation; 15 programmes conditionally accredited and seven gaining full 

accreditation (Blackmur, 2006). In 2004, a seminal report of their review titled “The State 

of the Provision of the MBA in South Africa” was published and is still one of the most 

comprehensive analyses conducted on South Africa’s MBA programmes. The final section 

of the report reflects on the transformative potential of management education in South 

Africa, based on the current teaching and learning practices at business schools (Arnold et 

al; 2017).  

 

While the MBA is the traditional core of South African business schools, executive 

education programmes have gained prominence, and demand has increased (Arnold et al; 

2017). Within South Africa, at every level within organisations, there is a critical need for 

management training, both in the public and private sector. Some business schools 

operate almost exclusively in the public sector. Due to the increasing demand for business 

and management education, a number of foreign schools have entered the South African 

market (e.g. Henley business school Africa) (Arnold et al; 2017).  

 

 4.5.1.1 The business school sector in South Africa 

 

Notably, despite the demand for Master’s level qualifications, when compared to Western 

standards, the ratio of business schools versus population is still very low, with only about 
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20 business schools in a country with an estimated population of about 60 million people 

(Arnold, et al; 2017). At the time of the current study, there were 17 business schools 

accredited by the CHE and members of the South African Business Schools Association 

(SABSA) (Arnold et al; 2017). Twelve of these business schools were owned by public 

higher education institutions, while five were privately owned (Muposhi, Dhurup, Martin & 

Bhadury, 2019). The general MBA and Executive MBA are the two most common types of 

programmes offered in South Africa, with comparable degrees including the Master of 

Business Leadership (MBL), Master of Commerce Leadership and Master of Public 

Management (Muposhi, Dhurup, Marin & Bhadury, 2019). Table 7 provides a list of 

accredited business schools in South Africa. 

 

Table 7: Accredited Business schools in South Africa 

 
Accredited Business school 

Private/public Year 
founded 

1 Henley Business School – Africa Private 1992 
2 Milpark Business School (MBS) Private 1974 
3 Graduate School of Business & Leadership (GSB&L) – 

University of Kwazulu-Natal 
Public 1997 

4 Wits Business School – University of Witwatersrand Public 1968 
5 The University of Pretoria’s Gordon Institute of Business 

Science (GIBS) 
Public 2000 

4 University of Cape Town Graduate School of Business (GSB) Public 1964 
6 Rhodes Business School Public 2000 
7 NWU School of Business & Governance Public Not 

indicated 
8 University of Stellenbosch Business School (USB) Public 1964 
9 Tshwane School for Business & Society (TSB) Public 1999 
10 Regenesys Business School Private 1999 
11 Nelson Mandela Metropolitan University Business School Public 2005 
12 University of South Africa (UNISA) Graduate School of Business 

Leadership (SBL) 
Public 1965 

13 School of Management – University of the Free State Public Not 
indicated 

14 Turfloop Graduate of Leadership – University of Limpopo Public 1997 
15 Regent Business school Private 1998 
16 MANCOSA Graduate School of Business Private 1995 
17 University of Johannesburg (UJ) – College of Business and 

Economics (CBE) School of Management 
Public  2017 

Source: Adapted from PMR.africa (2020) 
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The first business school that opened in South Africa was the University of Pretoria’s 

Graduate School of Management in 1949, which offered the first MBA programme outside 

of North America. The University of South Africa’s (UNISA) School of Business Leadership 

(SBL) was the first business school to introduce both the Master of Business Leadership 

(MBL) and the Doctorate in Business Leadership (DBL) alongside its MBA offering. 

English is the dominant teaching medium at South Africa’s business schools, with the 

recognition that doing business in the modern world, requires one to prepare in a language 

in which it is mostly conducted (Arnold et al; 2017). The majority of business schools 

operate as a unit within a parent university, depicted in Table 7 by the large number of 

public business schools, linked to a parent university. While there are benefits to this type 

of model, there are also some weaknesses, such as the lack of distinctiveness in terms of 

brand and autonomy in decision-making and reputational issues (Muposhi et al; 2019). 

 

The SABSA reported towards the end of 2019 that the demand for Master’s level 

qualifications was continuing to rise in South Africa with 6000 students registered for MBA 

and MBL qualifications in the country in 2019 (Murray, 2019). Since 2011, the demand for 

MBA’s has risen by 23% in student applications (Murray, 2019). Students who apply for a 

Master’s level programme tend to be full-time employed, and business schools tend to 

insist on three or more years of business experience, including two to three years of 

management experience, as an admission requirement (Arnold et al; 2017). 

Consequently, the student market served by business schools differs from the market 

served at universities. Qualifications are mostly offered on a postgraduate level and at 

premium pricing as the type of students served at business schools constitute mostly 

business executives and those who already have managerial experience. The cheapest 

MBAs in South Africa typically start around R100 000, with the most expensive ones 

costing more than R300 000 (Thompson, 2020). This results in more demanding students 

who value quality and expect value for money.  

 

In terms of international partnerships and links to African schools, globalisation has had a 

positive impact on South African business schools. Between 2009 and 2015, agreements 

between South African business schools and international schools increased from 138 to 

231 with most business schools situated in USA, France, Germany, UK, India, Canada, 
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and China. Within Africa, formal agreements between business schools increased from 

just two in 2009 to 24 in 2015, with schools situated in Kenya, Namibia Ghana, Nigeria, 

and Egypt (Arnold et al; 2017). 

 

 4.5.1.2 Trends and recurring themes within the business school sector in South 

Africa 

 

Business schools in South Africa are not insulated from the pressures for change affecting 

universities in general. The process of globalisation also exerts a considerable impact on 

South African business schools in terms of the structure of programmes; their sources of 

income, market concentration, the new profile of customers; and the changing distribution 

channels. A number of key themes and challenges facing business schools globally, as 

depicted in Section 4.3.3, also represent key themes for business schools in South Africa. 

 

Firstly, business schools and their own accrediting bodies have not been immune to the 

accountability trends mentioned in Section 4.3.3.1. Consequently, along with business 

schools around the world, improving the quality and relevance of management education 

has become a priority for business schools in South Africa (AACSB, 2017; Bruner & 

Iannarelli, 2011; Beehler & Luethge, 2013; Arnold et al; 2017). South African Business 

Schools increasingly strive to differentiate themselves, and a growing number of South 

African Business Schools have won international accreditation from the UK-based 

Association of MBAs (AMBA) (AMBA, 2015). 

 

Secondly, similar to the global trends indicated in Section 4.4.1, South African business 

schools are increasingly facing the demands of business, government and society in terms 

of the pressure to transform the curriculum (Datar, Garvin & Cullen, 2011; DHET, 2016; 

Muposhi et al; 2019; Schutte, 2019). Global concerns regarding the relevance of Master’s 

level programmes are also reflected in South Africa, with concerns around whether South 

African MBA programmes that are grounded in the European business model are relevant 

to the African context (Muposhi et al; 2019). MBA and MBL programmes are continuously 

adapting to keep track of areas of specialisation that are in demand, and at the same time 

are expecting to stay both locally and globally relevant (Van der Colff, 2004:500). 
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In addition, business schools in South Africa face further challenges of a more contextual 

nature (Purushottam & Rwelamila, 2011) associated with their historical and socio-cultural 

past. Even though South Africa views itself as a developmental state, the country still 

struggles with intense economic, political and social transitions rooted in sociohistorical 

factors, and business schools are under pressure to keep up with its rapidly changing 

political and economic climate (Magner, 2008; Nkomo, 2015). A main challenge for 

management education in South Africa is developing a skilled workforce with management 

related skills like analytical, entrepreneurial problem solving, research numerical, 

language, communication and negotiation (CHE, 2004b). Kearney and Yelland (2010:15) 

remark that universities in middle- and low-income countries have more critical missions 

compared to those in industrialized countries because they are seen as the engines of 

local knowledge development and national development. Arnold et al. (2017) state that 

given South Africa’s particular historical and political circumstances, additional 

responsibilities are placed on business schools. Due to high levels of mistrust between 

government and the private sector, some schools feel a responsibility to create 

opportunities for honest debate on matters of national interest, while other schools feel the 

responsibility towards assisting in solving many of the country’s problems (Arnold, et al; 

2017). Consequently, a social imperative has put pressure on South African business 

schools and they are expected to contribute to the resolutions of societal challenges.  

 

All the challenges discussed above illustrate a complex and dynamic environment in which 

business schools must continuously adapt and cope. When referring to the current 

business school climate, the seminal review report by the CHE in 2004, referred to in 

Section 4.4.3, aptly concluded their report with a quote, which is still relevant today: 

 

“More than 50 years after the opening of the first MBA in South Africa business 

schools are being asked to redefine their identity. Business, government, and 

society are making demands on them at a time when they also have to revise their 

standing as postgraduate programmes. How to remain faithful to the contents of a 

postgraduate business management programme and yet become relevant for local 

society is probably the greatest challenge that lies ahead (CHE, 2004b).” 
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In concluding this section, Figure 9 provides a holistic overview of the forces of change 

affecting the HE sector and business school sector in South Africa.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
*Trends indicated do not incorporate recent changes associated with the COVID-19 pandemic 

Figure 9: Changes affecting HE and business schools within a global and local context 

Source: Own compilation 
 
This section discussed some of the key challenges facing business schools in South Africa 

and provided the context for change within which the strategic change process is situated. 

 
 

South Africa 
Higher Education 

Key trends and changes affecting higher education globally: 
 

• Globalisation & internationalisation of academic market place 
• Massification 
• Diverse learner needs 
• Funding patterns 
• Technological advancements 
• Marketization 
• Public vs private 

  
 

Global Higher Education  

Challenges: 
 

• Quality concerns 
• Funding issues 
• Diverse students with varied 

demands 
• Increased competition 
• Third parties (international 

accreditation and ranking 
systems) 

Changes*: 

• Funding structure 
• Market concentration 
• Distribution channels 
• Curriculum changes 
• External QA systems 
• Technological  

advancements 
• Increase in student & 

staff mobility 
 Key challenges: 

• Transformation issues 
• Attrition rates 
• Decreased funding 
• Student demands and 

student protests 
• Global vs local  
• Decolonisation & 

humanising of HE 
• Trend towards 

“accrediocracy” 
• Staffing crisis 
 

 
 
Key themes: 

 
• Globalisation  
• Accreditation trends 
• Curriculum transformation  
• Contextual challenges 

 
 

South African Business schools 

International 
regulatory 

bodies 
• Accreditation 

agencies 
• Ranking 

systems 

Regulatory bodies 
- DHET: registration 
- CHE: accreditation 
- SAQA 
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The next section describes the research setting and provides an illustrative case study of 

the SBL and the strategic change process that faculty staff members went through.  

 

4.6 RESEARCH SITE AND SETTING – AN ILLUSTRATIVE CASE STUDY OF THE 

GRADUATE SCHOOL OF BUSINESS LEADERSHIP (SBL) AND A STRATEGIC 

CHANGE PROCESS 

The strategic change process that was the focus of the current study is described in this 

section and took place in close cooperation with the University of South Africa’s (UNISA) 

Graduate School of Business Leadership (SBL). As mentioned in Section 4.6.2, the 

specific scope of the study involved the development of the MBL programme following the 

accreditation of the revised programme structure. The aim was to track the change 

process, involving the curriculum and module development phase, over a period of two 

years (2016 -2018) from the time the curriculum and development process commenced 

until the first year the newly developed qualification was implemented. The investigation 

focused specifically on a single faculty staff unit, and how faculty staff members 

interpreted and made sense of the strategic change process they went through.  

 

In order to understand the underlying strategic direction and historical developments that 

made up the organisational context, a brief account of the SBL will be given in the next 

section before providing specific details pertaining to the change process that the SBL 

went through in terms of the curriculum development of the MBL programme.    

 

4.6.1 The Graduate school of Business Leadership 

 

The Graduate School of Business Leadership (SBL) is an academic business school that 

forms part of the University of South Africa (UNISA), one of South Africa’s largest open-

distance learning universities. The SBL is one of the only accredited business schools in 

South Africa that offer both an MBA and MBL programme. The MBL programme was 

introduced for the first time in 1965, in the Department of Business Economics of the then 

faculty of Commerce and Administration (UNISA), and became its flagship programme 

(UNISA, 2019b). The SBL was also the first business school in the world to introduce the 
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Master of Business Leadership (MBL) and the Doctorate in Business Leadership (DBL) by 

means of a combination of distance and part-time tuition. The emphasis from the start has 

been on leadership development, as opposed to administration (UNISA, 2016). There are 

four formal programmes offered by the SBL and include: a Postgraduate Diploma in 

business Administration (PGD), the Masters in Business Leadership (MBL), the Masters in 

Business Administration (MBA) and the Doctorate in Business Leadership (DBL). The SBL 

also offers a number of executive education programmes that are relevant to the 

marketplace (UNISA, 2019b). Programmes are offered through various pedagogies, 

including distance learning, online and blended learning.  

 

Similar to business schools around the world, the SBL enjoys an optimal degree of 

autonomy to promote agility and responsiveness to the changing market demands and to 

aid in providing innovative business solutions and practices. At the time of the fieldwork, 

the SBL had produced more than a third of all the MBL/MBA Degrees awarded by South 

African universities, awarding between 300-400 MBL degrees annually (UNISA, 2017). 

The SBL holds a number of memberships with important bodies such as The Accreditation 

Council for Business Schools and Programs (ACBSP), The Global Business School 

Network (GBSN), The Association of African Business Schools (AABS) and the Academy 

of Business in Society (ABIS). The SBL consists of five directorates, under the leadership 

of the Executive Dean (UNISA, 2019b). 

 

4.6.2 Organizational developments and strategic direction2 

 

Although the SBL enjoys an optimal level of autonomy, it is still subject to the broader 

institutional processes of UNISA and underscores Unisa’s vision, mission, and values. The 

next section describes the vision, intent and value creation of the SBL. The rest of the 

section details the main organisational and strategic developments and directions set by 

UNISA, that underlined the processes and strategic direction set by the SBL, at the time of 

the study.  

 
                                            
2 All information and accounts of the events and company developments are based on company 
publications, company internal documents, public company presentations, interviews and published media 
reports.  
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The SBL will relentlessly strive to be a high performing business school in Africa, globally 
recognised for excellence in: 
 

• Preparing today’s leaders for tomorrow’s challenges through the provision of affordable 
quality education.  

• Relevant quality programmes in leadership development, entrepreneurship incorporating 
multiculturalism and global understanding. 

• Developing dynamic, ethical leaders for Africa and the global economy, who value diversity 
and are dedicated to enhancing human prosperity.  

• Engaging continuously in cutting-edge research to produce new knowledge and solutions in 
the fields of leadership and entrepreneurship.  

• Providing continued learning opportunities for enhancing social responsibility, economic 
performance and national development needs. 

 

 4.6.2.1 Vision, statement of intent and value creation 

 

The SBL defines its strategic intent and purpose through giving expression to the vision of 

UNISA, which is to be “the African university in the service of humanity” (SBL, 2013a:4). 

The specific vision of the SBL as a business school is “to be the leading African business 

school of choice offering internationally recognized leadership and management 

education” (UNISA, 2016). The SBL identified four critical areas in terms of value creation: 

sound governance structure and processes; an optimal level of autonomy; a business 

model that creates value; and an architecture that promotes excellence. The SBL’s 

statement of intent is provided below (SBL, 2013a): 

 

Source: SBL (2013a) 

 

Autonomy remains a key building block at the SBL, and it is seen as necessary in order to 

ensure advanced sustained growth and excellence (SBL, 2013a).  

 

 4.6.2.2 SBL Strategy 2013-2017 and strategic scope 

 

The SBL 2013-2017 strategic plan was developed in response to the demands faced by 

business schools at the time. The purpose of this strategy was to review its strategic 

direction and reposition itself as a quality provider of leadership and management 

education. The SBL benchmarked itself against the top business schools in South Africa 

including Wits Business School, Gordon Institute of Business Science (GIBS), University 
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of Cape Town Graduate School of Business, and the University of Stellenbosch Business 

School. Emphasis was placed on management and leadership development, 

entrepreneurship, innovation, and multiculturalism, with a “global understanding to inspire 

students to develop the necessary skills and insight in Africa that forms a catalyst for 

change and transformation within a developing country” (SBL, 2013a:3).  

 

In addition to benchmarking against the top business schools on the continent, the SBL 

also considered developments and directions from top business schools such as Harvard 

Business School, Stanford Graduate Business School, London Business School, and 

Wharton UPenn Business School, in their consideration for the SBL’s future direction. The 

aim was not to emulate these business schools, but to explore their success factors in 

repositioning the SBL as a leading business school within an African context (SBL, 

2013a).  

 

In advancing excellence, the SBL identified the following key elements which would enable 

the SBL to effectively deliver quality education, research, community involvement, and 

consultancy on the African continent (SBL, 2013a): 

• A strong and committed executive team to steer the execution of the SBL roadmap 

2013 to 2017. 

• An SBL market plan addressing the intended market, market share and its footprint 

in Africa. 

• A competitive advantage through an affordable product range. 

• A resourceful organisational structure that promotes excellence in teaching and 

learning, research, community engagement, and consultancy. 

• A financial plan that confirms how the SBL generates its income. 

 

 4.6.2.3 Aligning the SBL strategy (2013-2017) with UNISA strategy (2016-2030) 

 

In September 2015, the ED/CEO of the SBL at the time presented a two-day strategy and 

budget workshop with the purpose of presenting and aligning the SBL strategy for 2016 

with the UNISA 2016-2030 strategy. The UNISA 2016-2030 strategic plan is divided into 

three spheres namely: the 2016-2020 strategy, 2021-2025 strategy, and 2026-2030 
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strategy (SBL, 2015b). Consequently, the 2016-2020 strategy was the first leg of the 

broader 2016-2030 UNISA strategy, and 2016 marked the first year of UNISA’s second 

strategic planning cycle. Three main goals were set for the overall UNISA 2016-2030 

strategy, with a number of key challenges that would need to be addressed in order to 

achieve these goals (SBL, 2015b), depicted in Table 8. 

 
Table 8: UNISA 2016-2030 goals  

UNISA 2016-2030 Goals 

Goal 1: Towards becoming a leading ODeL, comprehensive university in teaching, learning, 
research, innovation and community engagement based on scholarship. 

Goal 2: To craft and embed an agile, innovative, sustainable, and efficient operational 
environment. 

Goal 3: Harness ICTs to support the transformation of the core business to enable high 
performance, service, and quality to all its communities. 
Source: Own compilation 

 

In reaching the goals identified in Table 8, the following key challenges were identified: 

• Developing human capital and improving African Intellectual output.  

• Promoting infrastructural deliverability. 

• New strategies for advancing ODL on the continent. 

• Developing the ICT infrastructure appropriate for ODL.  

 

The UNISA 2016-2020 strategy (first sphere) identified a number of key focus areas with 

specific objectives for each of the four focus areas, listed in Table 9 below (SBL, 2015b).  

 

Table 9: Key focus areas for the UNISA 2016-2020 strategy 

Focus area Objective 

Focus 1: Academic project focus The need to focus on the public/private sector interface 

Focus 2: Customer segments The need to extend the SBL markets in other African 
countries 

Focus 3: Key partners The need to collaborate with other South African countries 
to establish virtual hubs 

Focus 4: Key resources: The need to establish virtual staff in hubs and create virtual 
classrooms.   

Source: SBL (2015b) Own compilation 
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The SBL then set four strategic goals with specific objectives and priorities for 2016, in line 

with these focus areas, presented in Table 10 (SBL, 2015b). 

 

Table 10:  Key goals and priorities set for 2016 

Goal Objectives and priorities set for 2016 

Goal 1: Align with a clear 
business model 

• The proposal for a hybrid autonomy business model to improve 
previous inefficiencies in terms of student experience.  

• The need to identify the type of blended approach that would be 
optimal in terms of resources available.   

• Creating an efficient pricing system. 

Goal 2: Revitalize the 
PQM considering both 
formal and non-formal 
programmes 

• The opportunity to introduce more short learning programmes 
(SLPs)*. 

• The need to focus on quality assurance. 
• The need to include the business sector into curriculum 

development in terms of design, implementation, evaluation, 
feedback and the redesigning of programmes. 

Goal 3: Stakeholder 
management 

• The need to consult with internal stakeholders to ensure that 
programmes are ready to be presented for redevelopment. 

• The concern regarding the development cycle. 

Goal 4: Creating an 
enabling environment 

• The need to provide an infrastructure at the SBL conducive for 
the purpose of learning.  

• The need for a level of agility in order to cater for the needs of the 
students.  

*also referred to as executive management programmes 
Source: SBL (2015b) Own compilation 
 

Two key challenges were discussed at the time, firstly, the issue of funding, and secondly, 

declining student enrolments at the SBL. In line with global trends (discussed in Section 

4.3.3), both subsidy income and investment income was declining. The importance of 

return on investments was highlighted, as students were now becoming UNISA’s main 

source of income with an expectation of third stream income to increase by 10% from 

2016 onwards. Secondly, there was a concern about a decrease in student intake during 

2015, with the need to investigate the possible reasons for the decrease (SBL, 2015b).  
 

Amongst the key strategic projects prioritized for 2016 was the curriculum development 

process, for the MBA and MBL programmes. In conjunction with the curriculum 

development process, the rollout of a new virtual learning environment (VLE) and the 

implementation of the hybrid autonomy model were critical projects scheduled during this 
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period. In addition, in line with the overall SBL 2013-2017 strategic plan, the SBL aimed to 

commence with further international accreditation processes, seeking AMBA accreditation 

status for their MBA once their national accreditation status was obtained (SBL, 2013a).  

 

Towards the end of 2015, the CEO/Executive Director of the SBL commissioned a 

baseline study3 to assess the SBL’s readiness for the business school’s international 

accreditation, for their MBA programme. This baseline study took place between August 

2015 and March 2016, and the outcome of the baseline study conducted over this period 

indicated that the SBL was well placed to embark on further international accreditation 

(SBL, 2015a). At the time of the baseline, study, three business schools had triple 

accreditation, while five of the eight business schools already accredited by the CHE had 

one form of international accreditation. The SBL was therefore seen as being behind in the 

competitive curve, despite it being described as one of the top ten business schools in 

Africa (and associated with South Africa’s only mega university). Benefits associated with 

applying for international accreditation included enabling the business school to 

interrogate their academic programmes, structures, processes and operations, the 

potential to attract a larger number and higher quality of registrations and graduations, and 

the potential game changer for African business students and schools who are unable to 

locate themselves in South Africa for quality business education. 

 

The strategic projects mentioned above all made for a dynamic and complex change 

period for the SBL. Despite UNISA’s complex processes and structures, it was noted that 

there was a need to consider the SBL’s autonomy when prioritizing of projects. Before 

describing the strategic change process associated with the module development phase, it 

is necessary to provide some background to the main approach used in curriculum and 

learning development at UNISA, and adopted at the SBL.  

 

                                            
3 A baseline stage is recommended by AMBA as an evaluation of ‘internal’ eligibility before the initial 
application stage commences. 



133 

 

4.6.3 Curriculum and learning development at UNISA 

 

UNISA undergoes a large number of module development processes within its various 

colleges on a yearly basis, with 444 modules developed in 2019 alone (UNISA, 2019b). 

Consequently, a comprehensive approach is used to ensure modules are developed 

effectively. The SBL follows UNISA’s Framework for a Team Approach (FTA) to curriculum 

and learning development, and the next section describes the key steps of the process.  

 

 4.6.3.1 UNISA’s Framework for a Team Approach (FTA) 

 

A Framework for a Team Approach (FTA) towards curriculum and learning development 

was developed at UNISA as part of international best practice in the design and 

development of learning experiences and environments for distance education. The FTA 

framework was incorporated in Unisa’s Tuition Policy in October 2006, with the purpose of 

providing a bridge between (1) policies related to tuition and (2) ODL practice at Unisa and 

incorporates two key aspects: the team approach advocated in the Tuition Policy of the 

university, and the quality regime of the CHE and HEQC (UNISA, 2015).  

 

In 2015, a revised version of the framework was developed following requests from 

stakeholders to simplify the approach, distinguishing between required stakeholders and 

value-adding stakeholder. The framework was developed to be in line with the HEQF and 

CHE’s criteria for programme accreditation, to ensure that modules in a programme are 

coherently planned (UNISA, 2015). A project management approach underpins the FTA, 

and the Department of Curriculum Learning and Development (DCLD) assumes overall 

project management responsibilities. To monitor the implementation of this framework, a 

certificate of compliance must be completed by all team members involved in the various 

steps. The project manager (also referred to as an education consultant (EC)) assigned by 

the DCLD to a specific module development team, is tasked to ensure that all steps of the 

FTA have been followed and to facilitate the signing of the Certificate of Compliance 

(UNISA, 2015).  
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The FTA consists of four main steps involving programme design, curriculum planning of 

modules, learning design, and learning development. Modules are introduced and 

developed taking account of the programmes of which they form a part of. The process 

involved in each step may differ depending on whether it is a revised module, new module 

or high-risk module. The term “module forms” refers to the output/deliverables of the 

curriculum design step (step 2), and this is also referred to as a Form 1 or Form 3 within 

the faculty. Aspects that are not reflected in the FTA include all internal checking and 

approval, and external accreditation and registrations steps. In addition, activities 

performed by the project manager (the EC assigned by the DCLD), such as 

documentation for the scope, deliverables and risk assessment, are not explicitly stated in 

the FTA (UNISA, 2015). The next section provides a brief overview of the academic and 

support structure at the SBL, with an overview of the timeline and key events of the 

change process.  

 

4.6.4 Academic and support structure at the SBL 

 

At the time the fieldwork commenced, the SBL had a staff complement of 80 full-time 

employees, of which around 30 fulfilled academic responsibilities (Unisa, 2016). Figure 10 

illustrates the structure of the academic directorate, depicting the faculty staff members 

and support staff structure that make up the academic directorate at the SBL. 
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Figure 10: Academic and support structure at the SBL (Own compilation) 
*P5-P10 represents the job grade level of permanent staff members 
Source: Own compilation 
 
As depicted in Figure 10, the academic directorate consists of four academic departments: 

Management Systems, Leadership and Organisational Behaviour, Strategy and Marketing, 

Finance and Economics. The academic component of the institution consists of an 

academic director, academic area coordinators, professors, associate professors, and 

senior lecturers, under the leadership of the Executive Director. Academic faculty 

members appointed within the academic staff complement at the SBL, are typically 

required to have a level of industry experience, and do not follow the traditional career 

academic trajectory as in a traditional university setting. At the time of the current study, 
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full-time academic faculty staff members were also supported by adjunct faculty staff 

member who were appointed on a contract basis.  

 

Notably there were numerous changes in leadership at the SBL in the years leading up to 

the curriculum and module development process. During the period 2004 until 2014, the 

SBL saw various changes in management with acting positions from the period 2004 to 

2007. A new executive head was appointed for the period 2007-2012, followed by another 

period of acting positions from 2012-2014. In January 2014, the SBL welcomed a newly 

appointed Executive Director (ED) and Chief Executive Officer (CEO). When the 

curriculum and module development process commenced, the ED/CEO had been in the 

position for just over a year.   

 

In addition, a new academic director was appointed in the beginning of 2016, to lead the 

curriculum and module development process scheduled to commence that year. The 

academic director is responsible for academic leadership and management of the 

academic directorate, providing leadership and strategic direction in research, teaching 

and learning, and on aspects of community engagement and transformation in line with 

the University’s and School’s vision and mission. As part of her key performance areas, 

the academic director is also required to oversee the implementation of the School’s 

operational plan, and is responsible for leadership and teamwork, governance and 

sustainability, ensuring service and operational excellence and leading stakeholder 

engagements.   

 

A total of 22 faculty staff members were directly involved in the curriculum and module 

development phase of the MBL that took place in 2016. A sample of eight permanent 

academic faculty members made up the final research sample and constituted area 

coordinators, professors, associate professors and senior lecturers (highlighted in orange). 

In addition, the quality assurance and curriculum design officer (highlighted in green in 

figure 10) was interviewed and consulted with on various occasions to provide background 

information and assist in understanding the context of the change process. 
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2013 

Oct 2013 

Aug – Oct 2016 

4.6.5 Timeline and key events 

  

This section provides a chronological timeline of the key events. Figure 11 gives an 

overview of significant events involving the accreditation phase leading up to the 

curriculum and development phase.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 11: Chronological timeline of key events and main methodological phases (Own compilation) 

Source: Own compilation 

 

Fieldwork first commenced at the beginning of the curriculum and module development 

phase (Phase 2), and the main unit of analysis was the process associated with this phase 

Revised HEQSF promulgated. The SBL begins with the process of aligning Master’s level 
programs to the revised framework.  

Nov 2015 

First application for accreditation submitted to the CHE. The application was sent 
back with a deferral response requesting further information and clarity. 

The SBL submits proposed MBL programme internally to UNISA Senate (Senex).  

Accreditation granted for the MBL degree.  

June 2014 
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Workshop 1: MBL delivery discussion workshop  

Workshop 2: MBL material development workshop  
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and how faculty staff members interpreted the process. As depicted in Figure 11, the first 

phase involved the redesign of the MBL programme, which needed to be approved 

internally and externally through the accreditation process with the CHE. Only once the 

MBL programme was accredited, the curriculum and module development process 

commenced. The next section gives a brief overview of the programme design and 

accreditation phase (phase 1) and then provides a detailed discussion of the curriculum 

and module development process (phase 2) which was the focus of the study.  

 

 4.6.5.1 Programme design and accreditation process prior to curriculum and 

module development  (Phase 1) 

 

Once the SBL had aligned both their MBA and MBL degrees to the revised HEQSF 

framework, the application for accreditation of both degrees began in 2014 with the CHE. 

The process involved getting programme approval, first internally from the UNISA Senate 

(SENEX), before proceeding with the accreditation application with the CHE. During the 

first submission to SENEX, the application was referred back to the SBL in order for 

further changes to be made to the curriculum structure, with specific reference to core and 

elective modules, and module composition spread across the two proposed programmes. 

In line with the revised HEQSF framework, the MBL programme was required to change 

from a 360 credit qualification offered over three years, to a Postgraduate Diploma that 

articulated to the revised MBL or MBA programme (240 credits offered over two years at 

NQF level 9). Once these changes were implemented, and final internal approval was 

received, the next step was for the SBL to submit their proposed new MBL programme to 

the CHE for accreditation. 

 

At the time of the first submission to the CHE, the SBL intended to offer the new 

qualification from 2016. However, a deferral response by the CHE in 2014 lengthened the 

process, as there was a request for clarity and additional information on certain aspects of 

the submission. The delays, at the time, was a concern for the SBL, as it subsequently 

had an effect on the SBL’s competitiveness in the market and their image, brand and 

financial viability, especially since most other institutions already received accreditation for 

their MBA qualifications. Once the programmes were resubmitted with the required 
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changes and information, accreditation was granted. The MBA programme was first to 

receive its accreditation status in June 2015, while the MBL programme was granted 

provisional accreditation in November 2015, with a short-term condition4 that the institution 

should clarify its position with regards to horizontal articulation between its MBA and MBL. 

Subsequently, the curriculum and module development process for the MBA qualification 

preceded that of the MBL’s. Due to the delay in the accreditation status, the new MBL 

qualification was to be offered from 2017. 

 

4.6.6 The strategic change process at the SBL – Curriculum planning and 

development process and implementation of the MBL qualification (phase 2) 

 

Once accreditation for the MBL programme was granted, the SBL proceeded with the 

curriculum planning and module development phase so that the new qualifications could 

be implemented in time for the new cohort of students in 2017. The next section briefly 

outlines the key role players according to the FTA, the MBL curriculum structure, and main 

materials that needed to be developed. 

 

 4.6.6.1 Key role players in the FTA approach 

 

As indicated in Section 4.7.4, the Framework for a Team Approach (FTA) was adopted as 

the main approach during the curriculum and planning development phase. The team 

approach was led by the senior academic designated to a specific qualification and the 

team included: an academic area coordinator, subject experts, technical support involving 

the Department of Planning and Coordination (DPAR) and the DCLD as well as industry 

experts and industry advisors. While the FTA was a formal approach implemented by the 

SBL, the spirit of this approach was to work collaboratively and by negotiation. Figure 12 

depicts the general structure and key members that made up each team (SBL, 2013b).  

 

 

 
                                            
4 A short-term condition refers to a matter than can normally be addressed within a period of three to six 
months. The Institution is requested to submit to the HEQC, a progress report, providing evidence of how the 
Institution has address the condition.  
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Figure 12: Structure of a team adopting the FTA approach 

Source: Adapted from SBL (2013b) 

 

As depicted in Figure 12, academic area coordinators from each department made up the 

steering committee and played a crucial role in overall coordination of the team. Key 

activities the academic area coordinators were responsible for included: 

• allocating topics/learning units to team members; 

• creating project plans with clear milestones and due dates;  

• internal quality control; 

• arranging meetings with their team when required; 

• keeping track of progress; and 

• providing feedback to their team members as well as the faculty unit as a whole;  

 

Along with support staff from the DCLD, the academic area coordinators were also 

responsible for providing academic staff members with a schedule of events ahead of 

time so they could plan their diaries accordingly to fit in the activities associated with the 

development of their modules and in line with the FTA.  
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Throughout the process, module development teams needed to consult and liaise with 

their ED assigned by the DCLD, as the ED was responsible for the monitoring and 

implementation of the framework. The team was also required to consult with 

representatives from the following departments: 

- DQAP: Directorate: Quality Assurance and Promotion 

- Directorate: Instructional Support and Services (DISS) 

- Directorate: Counselling and Career Development (DCCD) 

- DISS: Instructional Support and Services. 

 

At relevant points in the curriculum process, there were also other value-adding 

stakeholders that could be approached and included tutors; academics teaching similar 

courses at other institutions; students in a related or similar qualification; representatives 

of professional and/or vocational bodies; representative of potential employers; current 

job/career incumbents; prospective clients of the graduates and representative of the 

communities in which the graduates will work. 

 

 4.6.6.2 Curriculum composition of the MBL degree 

 

The curriculum composition of the MBL degree consisted of 15 modules in total, with 10 

modules that need to be completed in order to pass the degree. In total 15 modules were 

to be developed that made up the MBL curriculum structure. Figure 13 presents the 

composition of the curriculum of the MBL degree that was to be implemented in 2017. 
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Figure 13: The MBL curriculum structure  

Source: MBA and MBL proposed development process presentation (SBL, 2013b) 

 

The MBL degree structure, depicted in Figure 13 consisted of a combination of 

prerequisite modules, foundational modules (compulsory modules), a core module, eight 

elective modules (of which students need to choose 3) and one research module.  

  

 4.6.6.3 Key delivery components and materials 

 

From the onset, as per the pedagogical strategy, the MBL qualification adopted a hybrid 

tuition model involving distance learning, combined with contact sessions and interactive 

group sessions. This model was to provide for a more flexible approach in terms of the 

presentation and delivery of the qualification to the new student cohort. Figure 14 depicts 

the various components that comprise the delivery of the MBL qualification to students.   
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Figure 14: Key components of the delivery structure  

Source: MBA and MBL proposed development process presentation (SBL, 2013b) 

 

The applied nature of the MBL degree required a range of teaching and learning methods 

to be incorporated into the degree. These methods included lectures, seminars, 

workshops, action learning, reading, individual and group projects, distance learning, 

computer-based training and in-company training, whether formal courses or in-company 

learning with a mentor. Much of the learning in the MBL degree was to take place between 

members of the study group with opportunities for collaborative learning. Interactions could 

be face-to-face and/or through the application of the virtual learning environment, as long 

as both synchronous and asynchronous interaction was taking place. 

 

A “digital curator” approach to material development was instituted and faculty staff 

members needed to incorporate a wide range of sources such as Open Education 

Resources (OERs), case studies, podcasts, textbooks and e-books. Table 11 provides an 

overview of the learning material that was to be developed and the teaching resources. 
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Table 11: Main material to be developed and teaching resources to be used 

Learning material Purpose 

Course overview Provides a course overview to students with elements common to all 
modules. 

Module orientation Overview of module to get students started and provide a “roadmap” to 
the module. 

Study units 
The parts of the module addressing the different learning outcomes, 
incorporating a written study unit with links to textbooks, OER, audio-
visual material and online resources.  

Textbooks 
To be used as an “anchor” to the module but modules should not be built 
around textbooks. Where possible, the use of e-books should be 
incorporated.  

Supplementary 
material 

Additional material to support students in their learning experience (e.g. 
case studies, OERs, videos, podcasts, and articles). 

Tutor support 
material Material to be used by tutors in their tuition and assessment activities. 

Source: MBA and MBL proposed development process presentation (SBL, 2013b) 

 

As described in section 4.6.3.1, the curriculum and module development phase required 

three main steps. Firstly, the process began with the curriculum planning phase of the 

modules (Step 2 in the FTA) involving the development of a curriculum plan or module 

form. Secondly, an appropriate learning design (Step 3 in the FTA) needed to be 

developed, and the last step (step 4 in the FTA) constituted the learning development 

(content development) of each module. The next section provides a detailed account of 

the curriculum and module development process.   

 

 Step 1: Curriculum planning of modules (step 2 in the FTA) 

 

In 2016, once the MBL programme had been granted accreditation status, the curriculum 

planning stage commenced. During the curriculum planning process, faculty team 

members were required to plan the curricula in line with national needs and with the 

institutions vision and mission. International benchmarking approaches and standards 

needed to be taken into account and the needs of the students in terms of learning 

outcomes, degree of curriculum choice, teaching and learning methods, modes of delivery 

and assessment methods needed to be taken into account. Figure 15 provides an 

overview of the key activities associated with this step of the process with the expected 

outcomes/deliverables and key members involved.  
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Figure 15: Activities and members required with expected deliverables (Own compilation) 

 

The curriculum plan or module form (also referred to as the Form 1, Form 3, or module 

template) was the main outcome of the curriculum planning stage and was 

adjusted/refined as decisions were made and aspects mentioned above began to 

crystalize. Notably, the module form remained a “working document” as the process 

evolved. Once this form was completed, it then went through the necessary internal 

approval processes.  

 

In April 2016, the first MBL delivery discussion workshop was arranged where all faculty 

staff members involved in the curriculum and module development were expected to 

attend. The first workshop was arranged and facilitated by the academic director. Faculty 

staff members were encouraged to discuss concerns and issues openly and any issues 

mentioned in the workshop were open for further discussions and deliberations amongst 

the whole faculty unit. The academic director encouraged members to contribute in the 

deliberations to ensure that the best possible resolutions were reached with regards to 

aspects concerning any specific item on the agenda.   

 

The purpose of the workshop was to discuss key aspects involving curriculum 

composition, MBL assessment, the MBL material development project plan and lessons 

learnt from the MBA experience pertaining to material development. The emphasis was on 

the MBL programme as the flagship of the SBL and faculty members were informed of a 

possibility of applying for AMBA accreditation for the MBL instead of the MBA given its 
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➢ Event: First module development workshop 

Members required: 

• Academic faculty members 
• A DCLD education consultant (project 

manager) 
• Representative from DISS 

 
Deliverables: 

• A completed curriculum plan or module 
form (referred to as form 1 and form 3 
documents) 
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flagship status. Consequently, it was emphasized that faculty staff members needed to 

ensure that they comply with the AMBA criteria when developing their learning materials.  

 

Some other important aspects highlighted during this workshop included: 

• the establishment of an industry advisory board; 

• the need for a team approach and emphasis on teamwork; 

• the curriculum structure and concerns raised regarding the change in credit structure of 

the programme, which meant that research was becoming a much smaller component;  

• the change of admission requirements; 

• system challenges regarding the new Virtual Learning Environment (VLE) that was 

implemented; and 

• the arranging of possible future workshops. 

 

During this workshop the final MBL curriculum composition was deliberated on and a final 

agreement was reached regarding the structure of the MBL curriculum. A number of 

actions were highlighted going forward, such as the inclusion of certain modules as 

electives subsequent to a market needs scan and advice from industry experts and alumni 

(to ensure current trends are addressed); the recommendation of a business research 

module; and the creation of an inter-area MBA/MBL research project team. All faculty staff 

members were encouraged to be part of the first brainstorming session of the newly 

formed research project team to ensure that comprehensive procedures, processes, and 

best practice principles were adopted.  

 

Each individual academic faculty member was required to begin conducting research in 

their different areas of specialisation from the beginning of the process and throughout. 

Faculty staff members were encouraged to share any good practices in areas of research 

conducted in line with teaching and learning, assessment, and programme development. 

Furthermore, team members were encouraged to collaborate with each other within the 

teams, as well as across teams, integrating processes where necessary. 

 



147 

 

• Designing an environment for active learning and 
assessment of the module 

• Designing of the learning resources and support 
material used in facilitating the learning in a 
module 

➢ Event: Second module development workshop 

The next step of the process was the learning design stage, which involved the design 

(planning) of experiences and environments that would facilitate the achievement of the 

defined learning outcomes of a specific module.  

 

 Step 2: Learning design stage (step 3 in the FTA) 

 

The learning stage involved planning of key strategies, such as the assessment strategy, 

learning and teaching strategy, and evaluation strategy for the modules. Figure 16 

indicates the main activities for this stage with the key members required in this stage of 

the process and the expected deliverables. 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 16: Activities and members required with expected deliverables for the learning design stage 
(Own compilation) 

 

During this stage of the process, academic faculty members needed to draw up outlines or 

“story boards” for all learning, assessment, and tutoring resources used (print-based or 

online) and were required to document the plans and storyboards. In August 2016, A 

second two-day workshop was held and covered topics pertaining to Africanisation of 

content, approach to course design, aligning the curriculum to international accreditation 

requirements, SAQA requirements, and on lessons learnt in the MBA development 

process. Table 12 provides an overview of the key topics covered in the two-day 

workshop. 

Member required: 

• Academic faculty members 
• DCLD education consultant 
• Technology support (DISS) 
Deliverables: 
• Assessment strategy for the module 
• A learning and teaching strategy  
• An outline plan for tutor or mentor 

support material 
• Identification of teaching and learning 

resources needed for module delivery 
• Units of the module 
• An evaluation strategy for the module 
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 Table 12: Agenda of the MBL material development workshop 

MBL Material Development Workshop (August 2016) 

Day 1 of workshop 

1. Africanisation of the MBL Programme content 
2. Designing course with a multimodal approach 
3. Exploring an interactive syllabus and giving effective feedback 
4. Changing role of distance education staff 
5. Learning techniques 
6. Online development and delivery: Lesson learnt (MBA) 

Day 2 of workshop 

7. Alignment of MBL curriculum to AMBA requirements 
8. Higher Education Quality Committee (HEQC) & SAQA requirements 
9. MBA/MBL Research projects delivery 
10. Quality assurance guidelines for non-venue based summative assessment 
11. MBL Material development plan & FTA requirements 
 

Speakers of the second workshop included guests from other academic departments and 

support units. Representatives from UNISA’s Institute for Open and Distance Learning 

(IODL) and Centre for Continuous Education and Training (CCET) were invited to provide 

guidance on course design and teaching within an ODL environment. In addition, the 

quality assurance and design officer presented on the HEQC and SAQA requirements and 

provided an overview of the MBL material development plan, briefing the faculty staff 

members on the requirements regarding the FTA for the next stage of the process.  

 

Given that faculty staff members had stringent timelines to adhere to throughout the 

process, the two workshops were viewed as vital opportunities for the academic faculty 

unit to openly discuss key issues pertaining to the development of the modules. These 

workshops also provided useful platforms to share the experience of the MBA 

development process, with key insights shared and lessons learnt by faculty staff 

members who had gone through the MBA development process. 

 

 4.6.6.4 Learning development 

 

The last step of the curriculum and module development process involved the actual 

writing of the study material and the creation of the learning and teaching resources 
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• Develop main learning resources 
• Develop supporting learning resources (with role 

players such as multimedia and library) 
• Develop support materials for tutoring, 

mentoring and peer collaborative learning (if 
required) 

according to the planned and approved curriculum. Figure 17 lists the key activities that 

constituted the last stage of the process.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 17: Activities and members required with expected deliverables for the learning development 
stage (Own compilation) 

 

By the time the last step of the process was reached, academic area coordinators were 

required to have allocated the learning units to all the team members and to create a 

project plan with clear milestones and due dates for the content development of the 

module.  

 

The developing of the learning units took place between September 2016 and October 

2016, and faculty staff members writing the content needed to liaise with various support 

staff during this time, including critical readers, the design team and technical team, 

including language editors, web editors and graphic designers. This required a lot of back 

and forth communication and feedback sessions. Where critical readers were involved, 

their feedback was implemented throughout the writing process. The responsible faculty 

staff member also had to ensure the necessary permission for the use of copyright 

material, which was obtained via the Department of Planning and Coordination (DPC) or 

the UNISA library.  

 

Member required: 

• Academic faculty members 
• DCLD Education consultant(s) 
• Critical readers 
• Technical team (language and web 

editors, graphic designers) 
Deliverables: 

• Drafts of single units 
• Online prototypes of units 
• Critical reader feedback 
• Module upload on myUnisa 
• Assessment plan 
• An evaluation strategy for the whole 

module 
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The academic area coordinators had to ensure that the required internal quality control 

procedures were followed, and corrections made, as well as external quality control by 

critical readers completed before the finalisation of the learning units. Once the internal 

and external control process was complete, then the learning material could be published 

on the VLE. All modules were scheduled to have their material ready to be published by 1 

November 2016. Each team needed to perform an evaluation of the work done and upon 

the completion of this evaluation, the EC would close the project. Lastly, to monitor the 

implementation of the FTA, identify gaps and areas for improvement, a certificate of 

compliance needed to be completed. It was the responsibility of the EC acting as project 

manager to ensure that all team members involved in the various steps complete the 

certificate. Importantly, no programme would be allowed to be captured on the system and 

learning material for the module would not be produced without the submission of the 

completed certificate.  

 

The process described above was an intensive process for the faculty staff members and 

support staff members who were involved. The tight timelines required for a process that 

would enable lots of collaboration and feedback between faculty staff members and the 

various departments involved and made for a complex and dynamic change process to 

observe.  

 

As indicated in Chapter 1, the current study adopted a “real-time” approach in tracking the 

change process. The timeline below provides an overview of the sequential structure of 

the change process and aids in better understanding the case context (Langley, 1999). 

Table 13 shows how ‘real-time’ data was collected during the course of the process in an 

effort to collect data as the event unfolded. 

 



151 

 

Table 13: The sequential structure of the change process 

 Data 
collection 

Timeline 
Event/milestone of 
change event 

Description 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Phase 1: 
Preliminary 
data 
collection 

Preliminary 
interviews 
with quality 
assurance and 
design officer 

March 2016 
April 2016  

Discussions conducted to 
understand the specific 
context and ensure an 
accurate portrayal of events 
when writing up the context 
chapter 

 
 
 
 
 
 
 
Observations 
and diaries 
 
 
 
 
 

25 April 2016 

Workshop 1: MBL 
material 
development 
workshop 

Workshop covering the MBL 
material development, value 
propositions, target market, 
MBL assessment, sharing 
the MBA experience. 
Seven (7) participants 
consented to keeping 
diaries and recorded 
responses to how the 
change event was 
unfolding.  

10 August 2016 Workshop 2, Day 1:  

Africanisation of MBL 
programme content 
Designing courses with a 
multimodal approach, 
exploring an interactive 
syllabus and giving 
feedback, the changing role 
of distance education staff, 
learning techniques and 
online development and 
delivery. 

11 August 2016 Workshop 2, Day 2: 

Alignment of MBL 
curriculum to AMBA 
requirements, HECQ and 
SAQA requirements, Quality 
assurance guidelines, MBL 
material development and 
FTA requirements 

 
11 September 
2016 

3-hour strategic 
meeting 

Development of the MBL 
degree, first discussion on 
AMBA accreditation 

Illustrative 
case study March-August 

2016 
Writing an illustrative 
case study 

The illustrative case study 
provided a detailed 
contextual account of the 
change event  

 
 
 
 
 
 
 
 
Review 
meetings: 
August 2016 – 

End of August 
2016 

Module development 
for first group of 
fundamental and 
core modules Four (4) participants 

consented to review 
meetings during the module 
development phase 

End September 
2016 Revisions completed 

Middle October 
2016 Editing completed 

End October 
2016 

Final approval by 
lecturer 

November 2016 Published online 
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March 2017 January 2017 Implementation of 
new MBL 

End March 2017 

Module development 
for second group of 
one fundamental 
module and elective 
modules 

Phase 2: 
Interviews 

Interviews: 
(Mid-April 2017 
– September 
2017) 

End April Revisions completed Eight (8) participants 
consented to interviews 
during the implementation 
phase of the new 
qualification. The interviews 
totalled 602 minutes of 
recorded time and 236 
pages of transcribed data. 

Middle May 2017 Editing completed 

End May 2017 Final approval by 
lecturer 

June 2017 Publish online 

Phase 3: 
Member 
checking 

Member 
checking 

June 2018 – 
March 2019 

Member checking with the aim of improving 
accuracy, credibility and validity of findings 

Source: Own compilation 

 

It was important to capture the process as it unfolded, which required extensive time in the 

field to build rapport with the faculty unit, as well as to observe and understand the specific 

context. Consequently, a longitudinal inductive approach was a necessity in order to 

capture the dynamics of the process as it unfolded. 

 

4.7 CHAPTER CONCLUSION 

The aim of this chapter was to provide a comprehensive and rich description of the unique 

context of the study. The chapter first discussed key changes and trends affecting the 

broader higher education context, and then provided a global perspective of the business 

schools sector with key trends affecting business schools globally. The chapter then 

focused on the South African higher education landscape and on business schools in 

South Africa. Lastly, the chapter provided an illustrative case study with a detailed account 

of the curriculum and module development process that the faculty staff members went 

through.   

 

Chapters 2, 3 and 4 reviewed the relevant literature on the theoretical framework guiding 

the study, strategic change processes and on the context referring to the HE sector and 

business school industry. The next chapter provides a discussion on the research 

methodological design employed in answering the research questions of the current study. 
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CHAPTER 5: RESEARCH DESIGN 

 

5.1 INTRODUCTION 

“Not everything that can be counted counts, and not everything that counts can be 

counted.” - Albert Einstein 

 

This chapter provides the rationale and methodological detail for the current study and 

describes how the research was practically executed. A qualitative, interpretative 

paradigm was deemed as the most appropriate perspective to answer the research 

questions, which meant that an inductive approach to data collection and analysis of data 

was followed. Qualitative research methods provided the researcher with diverse 

philosophies and the appropriate toolkit for studying and theorizing the actions of 

organisations, their members and their influence on the world (Gehman, Glaser, 

Eisenhardt, Gioia, Langley & Corley, 2018). The focus of the study was specifically on 

individuals outside of formal managerial positions, who were going through a strategic 

change process, and their “unheroic work …in their day-to-day routines” (Whittington, 

1996; 734). This inevitably led the research approach to take on a processual view 

combined with a practice perspective. Process research of this nature incorporates 

narrative, interpretative, and qualitative data and was appropriate for the current study as it 

provided the richness of process detail that was required (Langley, 2007).  

 

The researchers’ intention was to “imbue qualitative rigor” while still retaining creativity and 

allowing for the generation of new concepts and ideas (Gioia, Corley & Hamilton, 

2012:15). The study responded to the call for methodological pluralism by providing for a 

flexible approach with more breadth in terms of the methods employed to conduct the 

qualitative research (Balogun, Huff & Johnson, 2003). To ensure that a rigorous research 

process was followed, the researcher was guided by the “Gioia methodology” (Gioia et al; 

2012). This methodology allowed for a systematic approach to new concept development 

and grounded theory articulation and is designed to bring qualitative rigour to the manner 

in which inductive research is conducted and presented (Gioia et al; 2012). Thus, rather 
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than aim for construct elaboration and measurement, the aim of the study was to gain 

deeper knowledge of organisational dynamics during an organisational change process, 

which ultimately led to new concept and idea development with regards to identity and 

legitimacy dynamics during strategic change. 

 

This chapter begins with a discussion on the paradigm and worldview chosen, as well as 

the assumptions guiding the current study. Next, the chapter is structured into four main 

parts, based on Gioia’s methodological approach. Firstly, the overall research design is 

discussed and elaborated upon. Here a holistic illustration of the whole process is 

provided, showing the steps that were executed from beginning to end. Next the chapter 

explains the data production methods employed to carry out the explorative phase of the 

project. The chapter then proceeds with a discussion on the data analysis strategies and 

methods used. The chapter ends with a discussion on the quality criteria as well as the 

ethical considerations for the current study. Figure 18 provides  

the diagrammatical depiction of the structure of Chapter 5 within the context of the  

current study. 
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Figure 18: The structure of Chapter 5 (Own compilation) 

Chapter 4: The organisational context: The business school sector 

Chapter 5: Research design 

Chapter 6: Research findings and discussion 

Chapter 7: Conclusion and recommendations 

Chapter 3: Strategic change processes 

Dwelling worldview orientation 

Chapter 5: 
Research design 

 
5.1 Introduction 

 
5.2 Research paradigm: 

Interpretative and dwelling 
worldview approach 

 
5.3 The research process 

guided by Gioia’s 
methodological approach 

 
5.4 Quality criteria for 
qualitative research 

 
5.5 Ethical considerations 

 
5.6 Delimitations of the current 

study 
 

5.7 Chapter conclusion 
 

 

Strategic change 
process 

Organisational 
legitimacy 

(OL) 

Organisational 
identity 

(OI) 

Internal  
Legitimacy 

 
 

Internal 
Identity 

Identity and legitimacy dynamics:  
A process and dwelling worldview approach  

Research lens: 
SAP perspective and strong-process ontology 

Sensemaking perspective (Interpretative) 

Chapter 2: Theoretical framework 

Chapter 1: Research orientation 
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5.2 RESEARCH PARADIGM: INTERPRETATIVE AND DWELLING WORLDVIEW 

APPROACH  

The theoretical framework covered in Chapter 2 presented the SAP lens and sensemaking 

perspective as the methodological and conceptual frameworks guiding the current study. 

This chapter begins by discussing the interpretative paradigm and dwelling worldview as 

the ontological orientation and alternative epistemological approach within the SAP 

framework and describes the methodological priorities that stem from these paradigms. An 

overview of the overall research design and theoretical frameworks guiding the current 

study is provided in Table 14. 

 
 Table 14: Overview of the research design choices of the current study         

Source: Adapted from Denzin and Lincoln (2008:32) 
 

Level of decision Choice 

Paradigm and theoretical framework 
(Epistemological and ontological 
assumptions 

Interpretative paradigm (ontological foundation) 
• Strategy-as-practice lens (methodological and 

ontological foundation 
• Sensemaking perspective (conceptual 

foundation) 
• Dwelling worldview orientation (epistemological 

approach 
Research strategy Single, explorative, embedded case study 

Unit of analysis and unit of observation 

• Unit of analysis: Organisational identity and 
legitimacy processes (as interpreted by faculty 
staff members) 

• Unit of observation: Individuals who interpreted 
a strategic change process within a South 
African Business school context 

Sampling choices Purposive sampling strategy 

Research techniques 

• Non-participant observations 
• Voice-recorded diaries 
• Structured interviews 
• Documentation analysis 

Data analysis strategy Narrative and thematic analysis within a grounded 
theory approach. 

Organisation  The Graduate School of Business Leadership 
(SBL) 

Timeline: 2016-2019 

Subject Strategic change process: A curriculum and 
module development process of an MBL degree  
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The current study followed a qualitative-dominant research design. Within this perspective 

(and from an interpretive and phenomenologically based approach), good research is that 

which involves text that “emphasizes socially constructed realities, local generalizations, 

interpretive resources, stocks of knowledge, intersubjectivity, practical reasoning and 

ordinary talk” (Denzin, 1994: 502). The aim of the current study was to understand human 

and social behaviour through the collection of “thick” data, and the search for contextual 

understanding instead of universal laws, which ultimately led to a more emergent 

approach (Willis, 2007:33). An interpretative paradigm was therefore viewed as an 

appropriate methodological lens alongside a dwelling worldview orientation. Terms such 

as worldview and paradigm were chosen as these terms better capture the nature of the 

differences between different approaches to social science research (Willis, 2007). The 

next section discusses why the interpretative paradigm and worldview orientation were 

appropriate methodological choices for the current study.  

 

5.2.1 The interpretative paradigm 

 

In the organisational sciences the two most common paradigms that are used in empirical 

examinations are the functionalist paradigm and the interpretive paradigm (Corley, 2002). 

The current study gains its insights through a more subjective, context-rich approach 

(Smircich & Morgan, 1982) and views research as a socially constructed activity (Willis, 

2007:2). Since the research focuses on change recipients and how they make sense of a 

change process, the current study was conducted from an interpretive perspective of 

inquiry. The interpretivist paradigm assumes that social reality is constructed by the 

individuals who participate in it (Gall, Borg & Gall, 1996). Furthermore, it is based on the 

assumption that a deeper understanding of a phenomenon is only possible through 

understanding the interpretations of that phenomenon from the individuals who experience 

it (Corley, 2002).  

 

The researcher views herself as an “interpretivist”, and research is thus a socially 

constructed activity with the core belief that the reality we know is socially constructed 

(Berger & Luckmann, 1966). It is the ethnographic nature of this paradigm that provides for 

richly textured “thick descriptions” of an organisational phenomenon (Willis, 2007). The 
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study required an in-depth analysis in order to investigate the lived experience of these 

actors, and the way they think, see, and do strategic issues of identity and legitimacy. 

According to Suddaby (2010:16), in order to take seriously the ideational aspects of 

institutions, such as legitimacy, there needs to be a move away from strictly positivist 

research and incorporate interpretivist methods that pay attention to the subjective way in 

which actors experience institutions. Interpretivism views identity from a subjectivist 

perspective, which refers to identity as “a socially and symbolically constructed notion 

intended to lend meaning to experience” (Gioia, 1998:16). From this interpretive 

perspective, organisational identity is defined as a social construction that results from the 

efforts of organisational members to understand their collective selves (Brown, 2009:179). 

The interpretive paradigm suggests that organisational identity construction is a social 

sensemaking process during which organisational members seek meanings for the focal 

organisation through making sense of what the organisation does (Weick, 1995).  

 

A strength of interpretative research is the depth of the data generated and the complexity 

of organisational issues described by interpretative methods (Pacanowsky, 1988). This 

approach enabled an understanding of a particular context, which was critical to the 

interpretation of the data gathered (Willis, 2007). It also allowed for the provision of 

relevant information about environmental changes, constraints, and rich descriptions of the 

internal organisational conditions of the specific case. Subsequently, many of the 

complexities of organisational issues within the specific context could be described 

(Geertz, 1973; Pacanowsky, 1988). 

 

Process research questions that focus on how things unfold and change over time tend to 

be associated with a dynamic social constructivist view (Langley et al; 2013). Such a belief 

requires an approach that captures organisational experience adequately and at levels of 

meaning that are appropriate for the people living that experience, as well as the 

appropriate social scientific theoretical level regarding their experience (Gehman et al; 

2018). The focus is therefore more on how organisation members construct and 

understand or interpret their experience and less on the frequency of quantifiable aspects 

(Gioia et al; 2013). The goal of such research is also on “verstehen” which refers to 

empathic understanding rather than explanation (Willis, 2007:6). This approach lends itself 
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to “thick” descriptions (Chia, 2009:12) on seeking multiple perspectives and on open-

ended methods with the notion of understanding explanations in-context (Willis, 2007). 

The question of interpreting data in a particular context highlights the concern 

interpretivists have about the situatedness of knowledge (Chia, 2006). It is this 

interpretative approach that enabled a process that captured “the true meanings of actions 

and decisions in the intentions of actors” (Chia, 2009: 12) within a business school 

context. The proposed study maintains that knowledge should emerge out of the local 

context and should privilege the voice of the “insiders” (Nieuwenhuis, 2014:56), taking into 

account what people think, say, and do about strategic issues of organisational identity 

and organisational legitimacy. Adding to this, another ontological view represented in the 

current study, is that strategy is a narrative — a story told about the embedded 

experiences and identities of narrators (Sonsino, 2005) and futures of the organisation. 

Investigating these stories requires an interpretive approach.  

 

The ontological approach described above generally involves a hermeneutic and 

interpretative methodology. As a case study within the interpretive paradigm, the purpose 

of the current study and the type of data collected were not ideal for establishing causal 

relationships. The goal in the interpretive approach is not to replicate, rather it is to provide 

reasonable and plausible insight into a phenomenon such that a deeper understanding of 

the phenomenon can be gained (Corley, 2002). Because the goal is not to replicate, the 

belief is that “every person conducting a research study will have a unique interpretation of 

the results" (Labiance, Gray & Brass, 2000:241). Gioia (1998:16) explains that 

interpretivism blurs the distinction between the researcher and the researched and further 

describes pure interpretivism as “the situation where the project of the researcher 

becomes that of faithfully rendering the constructions of the informants studied and 

accurately representing their interpretations”. Thus, the study emphasises the 

development of theory as opposed to testing theory (Golden-Biddle & Locke, 2007). The 

next section describes why it was necessary to subscribe to a dwelling worldview 

orientation as an epistemological alternative within a SAP framework.  
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5.2.2 Adopting a dwelling worldview approach 

 

For the current study, methodological priority was based on examining the underlying 

processes and practices that make up a strategic change process. The focus was 

therefore on how strategy emerges unintentionally from socialized practices and 

processes engaged in by people who do not necessarily identify themselves as strategists 

(Chia & Holt, 2009). In order to accomplish this, and mentioned in Chapter 1, the current 

study distinguished between two distinct modes of engaging with the world strategically: 

the building and dwelling modes or worldviews (Chia & Holt, 2009). While both the building 

and dwelling modes of explanation can be used to explain the actual practice of 

strategising, each produces different explanatory outcomes (Chia & Rasche, 2015) thus 

there is a need to distinguish between these two modes. Table 15 contrasts the building 

worldview and the dwelling worldview epistemologies and summarizes the relationship 

between these two modes in terms of agency and action.  

Table 15: The building and dwelling modes 

 Building worldview Dwelling worldview 

Agency 
Actor as observer – self-conscious 
intentional and self-motivated 

Actors as non-deliberate, relationally 
constituted nexus of social activities 

Action 

Action is guided by: 
• Prior mental representations: 

phenomena are assigned identities, 
meanings and functions and acted 
upon through representational 
mediation 

• Actions are guided by predefined 
goals that direct effort towards 
desired outcomes  

• Purposeful planned action 

• Actions through “readiness to 
hand” - phronetic appreciation of 
equipmentality 

• Actions are directed towards 
overcoming immediate 
impediment  

• Purposive practical coping 

Explanatory 
outcome 

Consistency of action assumed to be 
ordered by deliberate intent 

Consistency of action assumed to be 
order by a modus operandi – an 
internalized disposition 

Source: Adapted from Chia and Holt (2006) 

 

As indicated in Table 15, the building mode demonstrates action as purposeful or 

deliberate; where action is guided by consciously constructed mental representations and 

then acted upon (Chia & Holt, 2009). Within this mode, research is restricted to 

considering practitioners actions in terms circumscribed by two types of knowledge, 
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namely episteme and techné (Chia & Holt, 2009). This type of knowledge has to do with 

the know-how or practical skill required to be able to create, and is based on instrumental 

rationality (Nonaka & Toyama, 2007). Much of the SAP research is still rooted in this 

building worldview (Chia & Rasche, 2015), which focuses largely on what formally 

assigned organisational strategists do and the rational choices they make; and less on 

conscious and more tacit elements involved in strategising (Chia & Holt, 2009; Chia & 

Rasche, 2015).  

 

Within the dwelling mode, “it is local adaptation and ingenuity in everyday practical coping 

that are of particular interest” (Chia & Holt, 2009:133). Two types of knowledge are 

intimately linked to this dwelling mode of explanation, namely phronesis and mētis (Chia & 

Rasche, 2015). Generally speaking, phronesis refers to practical wisdom or common 

sense (Flyvbjerg, 2001; Caterino & Schram 2006) — the ability to determine and 

undertake the best action in a specific situation to serve the common good (Nonaka & 

Toyama, 2007). Phronesis also considers contextual circumstances (Eisner, 2002) and is 

integral to an individual’s make-up. What one does is closely linked with what one is (Chia 

& Rasche, 2015), thus one cannot make a distinction between intention and behaviour. 

Phronesis also gives rise to praxis, and this phronetic action (or praxis) is described by 

Dunne (1993: 262-263) as: 

 

“the agent…is constituted through the actions…[H]e becomes and discovers ‘who’ 

he is through these actions. And the medium for this becoming through action is not 

one over which he is ever sovereign master; it is, rather, a network of other people 

who are also agents and with whom he is bound in relationships of 

interdependence” 

 

The above statement alludes to the intimate relationships between being and doing, 

between intention and action and between identity and strategy (Chia, 2009) (this 

relationship is first introduced and explained in Chapter 2 of this thesis). Within this mode, 

the identity of a person is inextricable linked to identifiable strategy associated with his or 

her actions (Chia & Holt, 2009:134). Phronesis is further expressed as being part of a 

“system-in-a-system” of which any strategic actor remains a part (Chia & Holt, 2009:135), 
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not just by the perceived ‘leaders’ within an organisation. This tacit knowledge is acquired 

through living within and becoming intimately acquainted with local conditions “on the 

ground”, and the incremental and “unheroic” actions that often go unnoticed (Chia & 

Rasche, 2015:49). Chia and Rasche (2015) further describe these actions as those taken 

in relation to changes observed in a specific local context and not as a universal rule or 

principle. Phronesis thus constitutes the necessary “know-how” for issues such as 

organisational change. This phronetic action is, however, difficult to capture and for this 

reason it has remained to a large extent, an unexplored feature in management academic 

research (Nonaka & Toyama, 2007; Chia, 2009; Chia & Rasche, 2015). Alternative 

epistemological groundings, such as the dwelling worldview orientation, remain relatively 

unarticulated (Chia & Rasche, 2015) within the SAP perspective. Part of the challenge in 

the current study was to capture the less researched concepts of internal identity and 

legitimacy processes and investigate the more subtle, tacit and dynamic elements 

associated with these constructs. A dwelling worldview orientation afforded an approach to 

capture these more subtle and unseen elements. The next section describes in detail the 

research process that was followed. 

 

5.3 THE RESEARCH PROCESS GUIDED BY GIOIA’S METHODOLOGICAL 

APPROACH 

As indicated in the introduction, the current study was guided by Gioia’s methodological 

approach. This approach was deemed appropriate as it strives for a balanced approach 

between creativity and qualitative rigour, enabling a process where new concept 

development was possible, while at the same time meeting high standards for rigour 

(Gioia, Corley & Hamilton, 2012). Figure 19 illustrates the five main steps of the research 

process, based on Gioia’s methodological approach, which provides the basis and 

structure for the rest of the chapter.   
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Figure 19: The research process based on Gioia’s methodological approach 

Source: Own compilation 

 

5.3.1 Step 1: Defining the research questions 

 

The first step involved identifying a rather general but well-specified research question. 

The purpose of the current study was to gain deeper knowledge of how individuals, in non-

managerial roles, interpreted and made sense of a strategic change process. It was 

important to understand the essence of the organisational experience, as well as the 

processes by which organising and organisational change unfold (Langley, 1999). 

Consequently, in addition to the main research question presented next, a number of 

temporal, process questions (Van de Ven & Sminia, 2012) guided the study and are 

presented below. 

 

Step 5:  
Narrate an informative story that drives towards new concept 

development 

Step 1:  
Defining the research question 

Step 2:  
Selecting a suitable research design 

Step 3:  
Employ multiple data sources during data collection 

Step 4:  
Follow a rigorous data analysis procedure through first-level and 

second-level analysis and building a data structure 
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 5.3.1.1 Main research question 

 

How do individuals interpret and make sense of a strategic change process, in terms of 

organisational identity and legitimacy dynamics? 

  

 5.3.1.2 Process questions 

 

• Research question 1: How do individuals, as change recipients, make sense of a 

planned strategic change process? 

• Research question 2: How do individuals make sense of organisational identity and 

legitimacy dynamics during processes of change?  

• Research question 3: Which processes and practices enable or hinder strategic 

change processes as they unfold?  

• Research question 4: What role does materiality fulfil in the sensemaking and 

sensegiving processes of individuals during a strategic change process? 

• Research question 5: How do multiple processes and practices interplay in 

organisational identity and legitimacy dynamics during a strategic change process? 

 

The research questions addressed issues of interpretation as well as exploration and the 

purpose was to obtain retrospective, prospective, and real-time accounts of individuals 

experiencing the phenomenon in order to understand their lived experiences. In line with a 

grounded theory or constant comparative method approach, the main research question 

was kept rather general with the sub-process questions being refined as the study 

progressed (Willis, 2007). The next section discusses a case study design as the overall 

research design choice and describes the rationale behind the selection of the specific 

case chosen for the current study. 

 

5.3.2 Step 2: Selecting a suitable research design - Case study design 

 

A single, explorative, embedded case study was the methodological design choice for the 

current study. Yin (1994) describes case studies as rich, empirical descriptions of a 

particular phenomenon that is typically based on a number of data sources. The aim is to 
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research and explain a case mainly through asking questions of “how” and “why” (Yin, 

1994:13). The Merriam-Webster’s dictionary (2009) defines a case study as “an intensive 

analysis of an individual unit (as a person or community) stressing developmental factors 

in relation to environment”. It is this intensive analysis which makes this design very useful 

and appropriate for the current study, as this type of analysis comprises more detail, 

richness, completeness and variance than studies comprising of cross-unit analysis 

(Flyvbjerg, 2011).  

 

In addition to the above, the case study design was the preferred research strategy for 

three main reasons. Firstly, the phenomenon could not be divorced from its context and a 

case study design allowed for the capturing of contextual richness and complexity (Dyer, 

Gibb & Wilkins, 1991), providing an opportunity to examine continuous processes in 

context. Secondly, the focus was on a contemporary event where the experience of the 

actors was important (Iacono, Brown & Holtham, 2009). The case method approach was 

embedded and allowed for various interconnected levels of analysis (Pettigrew, 1990),  

looking at the organisation as a whole, and as a specific group within the organisation. 

Flyvberg (2006:222) emphasizes that context-dependent knowledge and experience are at 

the very heart of expert activity, which highlights the third reason why a case study method 

was chosen. From a learning perspective, the closeness of a case to real-life situations, 

and the depth of details it provides is important for researchers because it is important for 

the development of a nuanced view of reality, and provides an opportunity for researchers 

to develop their own skills (Flyvberg, 2006). The aim of such a case study approach, is not 

to prove anything, but rather, “in the hope of learning something” (Eysenck, 1976:391). 

The next section describes the specific case in more detail and explains the rational for the 

chosen case.      

  

 5.3.2.1 The selection and rationale for the chosen case 

 

The single case study setting chosen for the current study was executed in collaboration 

with a South Africa business school undergoing a strategic change process. Described in-

depth in Chapter 4, the change process under investigation had to do with the 

accreditation and development of the MBL degree offering and the methodological 
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process took place over a period of three years. Chapter 4 provided a rich description of 

the organisation context and details pertaining to this strategic change process, while this 

section provides the specific rationale for the chosen case.   

 

Since the focus of the study was on identity and legitimacy dynamics associated with a 

strategic change process, it was necessary to identify an organisational context in which 

issues of identity and legitimacy were open and apparent, which would make it possible for 

insiders to acknowledge and discuss them. The chosen organisational context was a 

highly appropriate context to observe and investigate issues of identity and legitimacy for 

several reasons: 

1. The change process was classified as "strategic change". As pointed out in Chapter 3, 

strategic change entails a reframing of the shared understandings by which 

organisational members define who they are as an organisation and how they are 

unique compared to other organisations (Albert & Whetten, 1985). Strategic events, 

such as the accreditation and development of a qualification, influence the internal and 

external processes of identity dynamics (Lejeune, Schultz & Vas, 2015) as non-

accreditation (from a failure or a loss of accreditation) becomes a possible major 

identity threat for many business schools.  

2. Quality labels are a source of institutional legitimacy for an organisation. Alajoutsijarvu, 

Juusola and Siltaoja (2015) discusses at length, within the broader business school 

context, about the legitimacy paradoxes within business schools and how these 

paradoxes may lead to unwanted consequences. These paradoxical issues often result 

in chaos, complexity, fragmentation, and ambivalence, and there have been various 

calls for future research to focus on the more dynamic aspects associated with 

business school settings, providing for multiple arenas to open up dialogue that would 

benefit business schools and their constituents (Lejeune, Schultz & Vas, 2015; 

Kitchener & Delbridge, 2020).  

3. There are several global trends affecting business schools in general (discussed at 

length in Chapter 4 of this thesis), which inadvertently question the identity and 

legitimacy of business schools and what they are offering. Concerns have been raised 

about the sustainability of the current business model of business schools where a 

dialectic takes place between the goal of producing knowledge and the goal of 
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educating students (Wilson & Thomas, 2012). Here, business schools are confronted 

by what Wilson and Thomas (2012:371) refer to as “strategic choice” and the challenge 

of re-positioning themselves in the scholarly and practice-based landscapes. The 

pressures of accreditation standards, rankings, and regulation constrain such strategic 

choice in business schools (Dameron & Manceau, 2011; Wilson & Thomas, 2012).  

4. Thomas, Lorange and Sheth’s (2013) book, The Business School in the 21st Century, 

offers a comprehensive account and analysis of the evolution of business schools, and 

their search for identity and legitimacy. There have been calls for more micro-level 

studies of processes, practices, identities and performance of business school faculty 

in different academic fields and across various parts of the world (Pettigrew, 2014; 

Kodeih & Greenwood, 2014; Meyer, Pascuci & Meyer, 2018).  

 

The current study is positioned within the recent literature requesting for more micro-level 

and dynamic approaches towards understanding aspects such as identity and legitimacy 

within the HE context (see Section 2.2.1.2 and Section 3.5). The current study aimed to 

add to this growing literature on intra-organisational dynamics within HE settings, 

specifically within a business school context. 

  

 5.3.2.2 Methodological phases 

 

The study adopted a longitudinal single case study strategy as it tracked a strategic 

change process, observing how the process unfolded over a two-year period. While the 

tracking of the strategic change process took place over a two-year period, the 

methodological phases took place over three years. For illustrative and explanatory 

purpose, the methodological process is classified into three broad phases, illustrated in 

Figure 20. 
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Figure 20: Methodological phases of the research process 

 

Phase 1 and phase 2 involved the phases that tracked the strategic change process as it 

unfolded, while phase 3 involved the member checking phase where the final data 

structure was presented to all the participants. Phase 1 involved two methods of data 

production involving observations and recording of diaries, which commenced in April 

2016 and took place over a period of 11 months. Phase 2 constituted the interview phase 

and took place during the first year of implementation of the newly developed MBL degree. 

This interview stage took place over a period of five months from April 2017 until 

September 2017. The final phase involved review meetings and feedback discussions 

intended to substantiate and corroborate the key research findings. Throughout the 

research process, documentation analysis took place to assist in tracking the change 

process, and gain a better understanding of the historical and contextual aspects of the 

change process. 

 

A processual research approach was necessary to explore the interconnected and 

dynamic processes and practices inherent in the everyday organisational lives (Dawson, 

1997) of the faculty staff members. Such a process view acknowledges that the world is 
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composed of events and experiences instead of just substances (Langley & Tsoukas, 

2010; Hernes, 2014). Subsequently, the researcher strived to carry out true processual 

research (Langley, 1999) where possible (see Section 3.2.3). Through considering both 

holistic and dynamic descriptions of a social setting and a commitment to report actors’ 

interpretations of a process, the outcome of the study took the form of a narrative temporal 

account of interaction and change (Dawson, 1997).  

 

 5.3.2.3 Preparation of the researcher prior to data collection 

 

Within qualitative research, the researcher is the primary tool for data collection and 

analysis (Willis, 2007). Consequently, an important step, before entering the field was 

preparing for the role as fieldworker. It was necessary to become sufficiently socialized to 

the role of the field researcher as interviewer (Mason, 2001) and observer and, where 

possible, to engage in “hands-on” processual research (Dawson, 1997:5). It was also 

important to consider what was appropriate in the context of the fieldwork. To accomplish 

this, various steps were taken, which included: 

 

• spending time observing mock interviews and attending workshops on how to conduct 

interviews and observations;  

• participating in a workshop where the researcher played part in a mock interview as an 

interviewee. This allowed the researcher to experience an interview setting from the 

perspective of the interviewee;  

• meeting with participants prior to the observations, to build rapport with the participants 

and become familiar with the research setting; and 

• consulting various qualitative books, and online resources to prepare for the role as 

fieldworker. 

 

In terms of the more tacit elements of conducting research, the researcher was cognisant 

of (Dawson, 1997): 

• the ability to understand and listen to people with different views and perspectives 

without taking sides; 
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• dressing and acting appropriately to the environment in which the study is being carried 

out; and 

• being familiar with the workplace and demonstrating seriousness towards conducting 

the research by spending significant periods of time at the place of study. 

 

Reflection was an important qualitative principle necessary throughout the research 

process. The reflective process involved open and regular attention to the context, and 

continuous reflection on the research questions, refining them where necessary 

throughout the research process. The style of research and type of questions asked meant 

there was a need to get close to the participants’ experience. A consideration was not to 

get too close, as the risk of “going native”, as referred to by Gioia et al. (2013:19), could 

result in the researcher adopting the informant’s view and subsequently losing the higher-

level perspective necessary for informed theorizing. Two methods were employed to 

prevent this. Firstly, sufficient time was left between seeing the participants so as not to 

get “overly-immersed” in their daily lives, which required a balanced approach so as not to 

impose on the work of the participants. Secondly, a co-coder and qualitative expert was 

employed to provide an outsider perspective when it came to data analysis and 

interpretation.  

 

 5.3.2.4 Participant selection 

 

As in traditional grounded theory, the sampling was theoretically driven, which meant that 

choices of participants, episodes and interactions were driven by the conceptual research 

question, and not by a concern for representativeness (Miles, Huberman & Saldaña, 

2014). Consequently, the sample chosen for the current study was more purposive and 

strategic than random, as the research was conducted with small samples of people, 

nested in a unique context, and studied in-depth (Miles et al; 2014).  

 

The focus was within a single complex case and focused on change recipients (Balogun & 

Johnson, 2005) and how they make sense of a change process.  A non-probability sample 

was drawn from the target population. The target population consisted of faculty staff 
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members who were directly involved in the change process, and a total of 22 faculty staff 

members made up this target population.  

 

The purposefully chosen sample was selected based on the adherence to certain criteria. 

The inclusion and exclusion criteria are presented in Table 16 below.  

 
Table 16: Inclusion and exclusion criteria 

Inclusion criteria Exclusion criteria 

Employees at non-managerial level 

Be directly involved in the strategic change 
process 

Not directly involved in the strategic change 
process 

Be more than 2 years appointed in a permanent 
position 

Not less than 2 years in the permanent position 

In an academic department only Not a contractor or consultant or in an 
administrative department 

Can be in an area coordinator position Not in an executive or formal managerial 
position 

Source: Own compilation 

 

Only faculty staff members directly involved in the change process and positioned outside 

of formal managerial roles were purposefully chosen as the change recipient group. The 

faculty staff members had to be permanently employed (no adjunct faculty staff members 

were considered) and needed to have been appointed within their position for a minimum 

of two years. 

 

Participants were approached twice during the span of the research process, first in Phase 

1 for the recording of diaries, and then in phase 2 for the interview phase:  

• A total of 7 participants consented to keeping diaries during the workshop sessions. 

One participant who consented to the diaries was in the process of applying for 

research and development leave at the time. After recording the diary entry for the first 

workshop, the participant notified the researcher that approval was granted for the 

research and development (R&D) leave and that they would no longer be part of the 

MBL development as a result. This meant that 7 participants recorded diaries for the 

first workshop and 6 participants for the second workshop session.  
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• During the second phase, participants were approached again to take part in semi-

structured interviews. A total of 8 out of the 22 academics consented to take part in the 

interview phase of the study and thus the final realized sample included 8 faculty staff 

members.  

 

In addition, one support staff member, in the role of quality assurance and design officer, 

was interviewed as she played an integral role as part of support staff throughout the 

process. This support staff member was interviewed twice in the first phase of the 

research process and played an important role in providing contextual information and 

assisting the researcher in portraying an accurate account of the details pertaining to the 

change process. Her role was therefore to consult with the researcher when she needed 

clarification on certain aspects of the change process. 

 

The sampling decision was reaffirmed once the researcher was confident that data 

saturation was reached during the interview and data analysis process. The eight 

interviews the current study rested on were deemed sufficient as the population of the 

sampling frame for the current study was small and data saturation took place early in the 

interview process (by interview number five). Guest, Bruce and Johnson (2006) noted that 

data saturation can be attained by as little as six interviews, depending on the sample size 

of the population, the specific context, and the data that the researcher is working on. 

Notably, all participants were senior faculty staff members with high levels of cognitive 

processing, and hence each participant had the ability to clearly express and narrate their 

interpretation. This was evident in the deep reflections throughout the interview sessions, 

and in the in vivo quotes provided in Chapter 6. 

 

Several methods were incorporated to ensure saturation was reached, and rather than 

focus on the size of the sample, the focus was on gathering data in terms of richness and 

thickness (Dibley, 2011; Burmeister & Aitken, 2012). Fusch and Ness (2015) state that 

there is no standard method to reach data saturation as data saturation can be attained in 

a number of ways. Consistent with principles or concepts associated with saturation, the 

current study confirmed saturation when no new data, themes, or new codes could be 

identified (Guest et al; 2006). Additionally, an important consideration was to focus on 
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choosing a sample that was able to offer rich and in-depth insights into the phenomenon 

under investigation and to help the researcher build a theoretical understanding of it 

(Rose, Spinks & Canhoto, 2015). Once the sample was chosen, the researcher spent an 

extended time in the field and used a multitude of data collection methods to ensure rich 

and thick descriptions were gathered that were multi-layered, intricate, and nuanced 

(Fusch & Ness, 2015). Bekhet and Zauszniewski (2012) argue that methodological 

triangulation goes a long way towards ensuring data saturation through the use of multiple 

data sources. Lastly, the structured nature of the interview protocol aided in achieving data 

saturation and it was important to keep the interview questions structured and 

chronological, which facilitated the researcher in asking multiple participants the same 

questions. This ensured that there was not a “moving target” in terms of new responses 

given to newly introduced questions (Guest et al; 2006:75). 

 

 5.3.3 Step 3: Employing multiple data sources during data production 

 

Since the study revolved around a change process that took place over a period of time, 

the process of transition or change needed to be investigated by using a longitudinal-

processual method (Pettigrew 1979, 1990). This required an in-depth, qualitative 

examination and a multi-method data collection approach in order to collect data that was 

processual, pluralistic, historical, and contextual (Pettigrew, 1990; Langley 1999). It was 

deemed necessary to collect data from four main sources: (1) voice-recorded/written 

diaries; (2) non-participant observations; (3) documentation; and (4) structured interviews. 

The next section discusses each data production method in more detail.  

 

 5.3.3.1 Phase 1: Observations and recorded dairies 

 

The observations conducted by the researcher, and the diaries kept by participants took 

place simultaneously and aided in tracking the evolving organizational context. The purest 

form of longitudinal field study; namely, daily participant observation was not feasible 

(Leonard-Barton, 1995) due to various constraints; however, there were three key 

opportunities where the researcher gathered data through personal observations of 

workshop sessions and a strategic team meeting. The next section firstly discusses the 
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non-participant observations that took place and then describes the dairies as a method of 

data collection.  

 

Non-participant observation 

 

As referred to in Section 5.2.2, through focusing on identity and legitimacy dynamics, the 

current study focused on the intimate relationship between concepts such as being and 

doing, intention and action and between identity and strategy (Chia & Holt 2009; Ravasi, 

Tripsas & Langley, 2017). To gain access to this type of data, it was necessary for the 

current study to incorporate an observational based longitudinal approach to enable a real 

time approach. This was important to observe patterns as they emerged and required the 

data to be studied in detail as they were enacted (Jarzabkowski, Lȇ & Spee, 2017). Non-

participant observations were the method employed to observe key workshops arranged 

during the change process and to observe a strategic team meeting arranged by an area 

coordinator.  

 

Planned site visits were organised prior to the observation of these workshops in order to 

meet staff and visit the facilities. Participants were first introduced to the researcher in 

briefing sessions held before the workshop to explain the procedures to follow concerning 

the diary entries. The researcher was introduced again to all faculty staff members 

attending the workshops. Before the first workshop commenced, the intentions of the 

researcher were made clear and faculty members were provided opportunities to ask 

questions relating to the study. After each workshop, the researcher conducted informal 

conversations and review meetings with various participants. In addition to the two 

workshops observed, a three-hour strategic meeting arranged by one of the area 

coordinators, was also attended and observed. The key focus areas and topics of 

discussion in the workshops and meeting revolved around the internal positioning of the 

MBL programme and development of the modules within the programme, institutional 

alignment, and international benchmarking. These sessions provided rich opportunities to 

observe and record identity and legitimacy dynamics, as the topics mentioned above 

related directly to identity and legitimacy aspects of the organisation (see Chapter 4, Table 

13 for a description of each workshop/meeting).   
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Field Journal documenting observations 

 

A field journal was used to document observations during the workshops and observations 

conducted during the strategy meeting. Handwritten notes were converted into computer 

documents after each session in order to document these observations. After each 

observation event, the researcher expended her notes into rich descriptions of what was 

observed, which involved transforming raw notes into a narrative and elaborating on the 

initial observation (Mack, Woodsong, MacQueen, Guest & Namey, 2005). As these 

observations were documented, the researcher highlighted important words or phrases 

that stood out and made notes of her own reflections on the observations conducted.   

 

Voice-recorded/written diaries 

 

To track participants' interpretations of the workshop sessions that were conducted, 

participants who consented, were asked to record diaries of their reflections in this stage 

of the process. Each diarist was given a diary comment guide with five questions to guide 

them. Separate entries were recorded for each workshop session based on the following 

five questions: What is going well and why? What is going badly and why? What problems 

do you foresee? What have been the significant events? and What rumours are 

circulating? 5 (see Appendix D). The questions were deemed appropriate for the current 

study as they were emergent in nature capturing the becoming and emergent nature of the 

process. The purpose of these diaries was to provide an insider’s account of the situation 

(Burgess, 1984); and to collect “real-time” accounts and emotions of participants towards 

the unfolding events.   

 

Participants were instructed to capture their reflections either during or immediately after 

each workshop. The dairies were kept short and were no longer than 10 minutes in length.  

A total of seven participants consented to keeping either voice-recorded diaries or written 

diaries during the scheduled workshop sessions. Diaries were recorded via a recording 

application known as Evernote. Participants who did not feel comfortable using this 

                                            
5 These questions were based on a similar approach adopted by Balogun & Johnson’s (2005) in the article: 
“From Intended Strategies to Unintended Outcomes: The Impact of Change Recipient Sensemaking.”  
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application, were given the option to record written diaries. In total, three participants 

recorded written diaries and four participants recorded their diaries via the Evernote 

application.  

 

Documentation  

 

Both printed and electronic documents pertaining to the organisation and the change 

process were reviewed and evaluated in order to elicit meaning, gain understanding, and 

develop empirical knowledge (Corbin & Straus, 2008). The documents served as an 

important triangulation and supplementary source in understanding issues of identity and 

understanding how the change process unfolded. Stake (1995) states that documentation 

analysis is particularly useful in qualitative case studies where intensive studies produce 

rich descriptions of a single phenomenon, organisation, or event. It is also often used in 

combination with other qualitative research methods. The analysis of these documents 

was conducted through content analysis (Labuschagne, 2003), and involved finding, 

selecting, making sense of, and synthesising data contained in these documents (Bowen, 

2009). Table 17 presents the types of documents that were sourced, including samples of 

each type and the total number of documents sourced.  
 

Table 17: A sampling of documents and data analysed 

Type of document Document sample Number of documents 
in total 

1. Documents associated with 
the SBL brand or image of the 
organisation.  

• Online document: An 
insight into many of 
South Africa’s strongest 
brands, Volume 2. The 
SBL was featured as a 
“Superbrand” in this 
online article.   

• MBL brochure 

8 documents 

1. 2. Strategic reports associated 
with the organisation and the 
strategic change process 

• Towards the UNISA 2015 
strategic plan 

• Digitisation Strategy 2014 
• SBL Strategy 2013-2017 

42 documents 

1. 3. Internal documents and 
communication directed at 
faculty staff members, the SBL 
and students 

• Revised Framework for a 
Team Approach 

16 documents 

 Total: 66 documents 
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A total of 66 documents were read and analysed to understand the details pertaining to 

the change process and the organisational context prior to 2016. The documents took 

three main forms:  

1. Firstly, documents where the organisation's identity labels were apparent were sourced 

and analysed, such as online articles, news reports and websites as well as any 

marketing brochures advertising the organisation and its academic offering. Only 

documents that were publicly available were sourced. Within the eight documents that 

were sourced, a total of seven identity labels were identified during the analysis of 

these documents and used as discussion points in the interview phase to gain insight 

into organisational identity dynamics.  

2. Strategic documents included any historical developments and background material 

about the change process. A total of 42 documents of this document type were 

organized chronologically to track important events and details pertaining to the 

process and change context.  

3. Lastly, internal documents and communication directed at faculty staff members and 

the organisation with details pertaining to the change process were analysed.    

 

Due to the chronological and structured nature of the interview protocol, these documents 

also played an important role in informing and developing the interview protocol for the 

second phase of the research process.  

 

 5.3.3.2 Phase 2: Structured interviews 

 

The primary method used for the second phase of data collection was that of structured 

interviews. Since the current study took on a grounded theory approach, the interviews 

were more structured in style, as opposed to the more open style preferred by other 

approaches (Wimpenny & Gass, 2000). The processual nature of the study meant that the 

questions needed to follow a strictly chronological order to ensure that “deep data” was 

gathered for the different stages of the process. The interest was on participants' 

interpretations or cognitions and how these evolved over time (Gehman et al; 2018). In 

terms of analysis, the bulk of the data rested upon 8 interviews. Table 18 provides a list of 

the participants, indicating the number of years they had been employed at the SBL, and 
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their position within the academic faculty unit. The table also indicates the date of the 

interview, and the duration and length of the transcribed data. 

 
Table 18: Interviews 

Participants  
Date of the 
interview 

Duration 
(minutes) 

Length of 
transcript data 

1. Senior lecturer, 13 years 14 April 2017 66 27 pages 
2. Professor, 4 years 18 April 2017 60 29 pages 
3. Professor, 4 years 2 May 2017 61 25 pages 
4. Professor, 16 years 15 May 2017 85 32 pages 
5. Senior lecturer, 5 years 26 May 2017 108 37 pages 
6. Senior lecturer, 9 years 21 July 2017 92 37 pages 
7. Associate Professor, 4 years 31 July 2017 68 26 pages 
8. Senior lecturer, 4 years 4 September 2017 62 23 pages 
Total: 602 236 pages 

 

The development of an interview protocol was guided by the research questions and 

informed by the observations and dairies conducted in phase 1 of the data production 

process. While the interview protocol was structured in nature, the nature of the process 

questions allowed for deep exploration and did not inhibit the participants from exploring 

other issues or topics. The interview protocol is attached in Appendix E. All the interviews 

were conducted in a private, professional setting, such as the participants' offices at the 

SBL campus, or at the UNISA main campus. For each interview, a 60-90-minute timeslot 

was arranged, and interviews were recorded with the knowledge and consent of each 

participant.  

 

 5.3.3.3 Phase 3: Review meetings and member checking 

 

Review meetings and member checking was conducted at various stages of the process, 

with participants who consented to these follow up sessions. The review meetings and 

member checking sessions were considered important quality control procedures to 

improve the accuracy, credibility, and validity of the data collected, either through 

observations, diaries or interviews (Lincoln & Guba, 1985). Table 19 provides the details 

pertaining to these meetings. 
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Table 19: Review meetings and member checking 

Type of session Date Rationale for meeting 

Preliminary interview and review 
meeting with the quality assurance 
support staff member 

17 March 2016 
12 April 2016 

Discussion with the aim of understanding the 
process that unfolded and its context. 

Review meetings 

17 August 2016 Review meetings with participants to discuss 
the researcher’s interpretation of observations 
conducted. 

9 February 2017 
7 March 2017  
(2 meetings 
conducted on 
one day) 

Member checking meetings 

27 June 2018 Member checking with the aim of improving 
accuracy, credibility, and validity of findings. 6 March 2019 

6 March 2019 

7 March 2019 

 

Four participants consented to take part in review meetings after the workshops were 

conducted, and these meetings took place between August 2016 and March 2017. The 

purpose of these review meetings was to ensure that the observations conducted by the 

researcher were accurate, and to gain further insights into the dynamics and nuances 

associated with the change process. 

 

Member checking was conducted between June 2018 and March 2019. Member checking 

took place in the final stages of the data analysis phase and involved two steps: 

1. Firstly, all eight participants were provided with a 1,5-page summary of the key 

findings that emerged during the data analysis phase. The final coding structure 

was also provided to the participants, so they could refer to the codes and themes. 

This step was achieved primarily via email communication and participants were 

requested to indicate whether they agreed with the researcher’s interpretation of the 

findings. All eight participants responded, indicating that they agree with the 

findings and coding structure.  

2. The second step involved a 20 to 30-minute conversation to review the main 

themes associated with the findings. For this step, four out of the eight participants 

indicated their availability for member checking meetings. Notably, the participants 

were skilled researchers within the academic faculty unit, and in addition to verifying 

the interpretation, could also assist with the refinement of themes and codes 

presented to them.  
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Once participants verified the key findings and data structure, the researcher could 

proceed with narrating an informative story with confidence that the data captured was 

interpreted accurately and truthfully. The next section describes the last two steps in the 

research process, involving the procedure followed in analysing the data, and the narration 

of the final legitimacy-identity story.  

 

5.3.4 Step 4 and Step 5: Data analysis procedure and narrating an informative story 

 

Denzin (1994) comments that it is through storytelling that we learn and make sense of the 

world; consequently, the current study viewed data analysis and interpretation as a form of 

storytelling. Brown and Kreps (2001) contends that stories are a powerful communication 

form that act as vehicles through which members can offer definitions and explanations of 

their work life. Organisations themselves, can be thought of as a collective system of 

stories (Boje, 1991), and it is these systems that provide patterns for organisational 

actions and events and act as a key part of all members’ sensemaking processes (Brown 

& Kreps, 2001:74).  

 

Although the research design process illustrated in Figure 18 shows a sequential manner 

of presenting the data collection and analysis (step 3 and step 4), the data analysis 

approach required a more simultaneous data collection and analysis approach (Lincoln & 

Guba, 1985; Langley, 1999; Gioia et al; 2013). This means that data analysis commenced 

while data gathering was still ongoing.  

 

 5.3.4.1 Data analysis strategy 

 

The study used a multi-analytic approach by integrating three different methods of 

analysis. The mixing of data analytical techniques can be used if the underlying 

philosophical paradigms are not in conflict (Padget, 2008), and the data analysis methods 

chosen were consistent with the epistemological basis of the study. The methods that best 

suited the study in terms of answering the process research questions, involved an 

integration of thematic, narrative analysis and a grounded theory approach. By integrating 
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a grounded theory, narrative and thematic approach to the same dataset, a 

“multidimensional view” was possible (Floersch et al; 2010:408). The three integrating 

analysis methods had overlapping techniques and are discussed in detail in the section 

that follows. 

 

Firstly, a thematic analysis was conducted in the beginning stages of data analysis. 

Thematic analysis is recognized as a qualitative tool that can be used across different 

methods (Boyatzis, 1998), and allowed for patterns to be seen in the dataset. One of the 

key benefits of thematic analysis is its flexibility, guiding principles, broad structures and 

specific steps similar to those in other major analytic traditions, such as in grounded theory 

(Attride-Stirling, 2001, Braun & Clarke, 2006). Thematic analysis focusses specifically on 

describing both implicit and explicit ideas within the data, in the form of themes, and is 

particularly useful in capturing the complexities of meaning within a textual data set 

(Attride-Stirling, 2001, Braun & Clarke, 2006). Thematic data analytic techniques also 

often adopt the constant comparative method, common to grounded theory (Riessman, 

2008).  

 

Secondly, a grounded theory approach was used in order to see how patterns relate and 

connect (Floersch et al; 2010). Charmaz notes that “grounded theory has evolved into a 

constellation of methods rather than an orthodox unitary approach” (Charmaz, 2006:161). 

The study did not strictly follow the steps outlined by Strauss and Corbin (1998), but rather 

adopted Charmaz understanding of grounded theory, in line with a social constructivist’s 

point of view, as the purpose was to construct grounded theories to theoretically describe 

a process (Floersch et al; 2010). The study involved building theory from data, which 

generally involves collecting data, breaking it up into first-level and second-level themes, 

and then abstracting at a higher level (Gehman et al., 2018). The researcher used 

techniques that most grounded theorists agree upon, such as intensive interviewing, in 

vivo/line-by-line coding, constant comparison between respondents, events and theoretical 

texts, focused coding, and theoretical sampling. Theory building from cases works well in 

situations with “hard to measure” constructs (Gehman et al; 2018). Constructs such as 

identity and legitimacy are particularly hard constructs to measure reliably (Suddaby, 

Bitektine & Haack, 2017; Gehman et al., 2018), which made this approach particularly 
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useful in the investigation of subtle and more oblique aspects of identity and legitimacy 

dynamics. 

 

The third analytical method, namely narrative analysis, was used as a complementary 

strategy to thematic and grounded theory as it added temporality and plot (Floersch et al; 

2010). Narratives represent sequence of events, carry rich meanings and can display 

transformation or change (Tamboukou, 2015). The study situates itself within narrative 

research where narratives are also seen “as praxis” (Mishler, 1999; Fenton & Langley, 

2011; Vaara & Whittington, 2012). Here the assumption is that we can’t separate events 

from experience, what is told and how it is told, as well as the contexts within which 

narratives are constructed and performed. By viewing narratives-as-praxis, the study took 

personal narratives and life stories as socially situated actions that focus on identity 

performances (Livholts & Tamboukou, 2015).  

 

Interpretations based on both narrative strategy or grounded theory provide a sense of 

participants’ lived experiences (Gehman et al., 2018). This approach thus takes as its 

object of investigation the story itself (Riessman, 1993). Human beings are inherently 

storytellers and it is through the activity of narration that we create meaning in our lives 

(Andrews, Squire & Tamboukou, 2008:77). Narrative analysis therefore offered a 

framework in which the study could deconstruct the experience of participants in a way 

that uncovered the interconnectedness between identity construction, praxis, practice and 

legitimacy issues (Balogun et al; 2015). 

 

 5.3.4.2 Data analysis procedure 

 

As mentioned throughout this thesis, the study was grounded in a strong process 

approach (Jarzabkowski, Lȇ & Spee, 2017), which means that the specific phenomena 

under investigation was viewed as continuous and always in flux (Langley et al; 2013). 

This required an analytical procedure appropriate for analysing process data, and that 

would be able to display actions as unfolding (Jarzabkowski et al; 2017). The approach 

towards analysing this process data required various levels and a multi-analytic approach 

(discussed in the previous section), depicted in Figure 21.  
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Figure 21: Data analysis procedure 

Source: Own compilation 
 

As illustrated in Figure 21, before coding took place, all the audio files, observations, and 

diaries were transcribed into text documents. Transcriptions provided for a highly detailed 

and accessible version of the data (Perӓkylӓ, 1997) and were the main source of evidence 

for the analytic claims made (Roberts & Robinson, 2004). The recording of the diaries was 

transcribed by the researcher and the interviews were transcribed through the outsourcing 

of a transcription company.   

 

The data analysis procedure was a recursive process, which involved a constant moving 

back and forth between the entire data set (Braun & Clark, 2006). A decision was taken in 

the beginning stages of data analysis to predominantly use manual coding, as this was the 

preferred approach and aided in the creative and conceptual process. The researcher 

resonated with Saldaña’s (2013:54) view that “there is something about manipulating 

qualitative data on paper and writing codes in pencil [or coloured pens] that gives you 

more control over and ownership of the work” (Saldaña, 2013:54). The final codes and 

themes were then entered and formatted with basic word processing software.  

 

First-level coding (open coding) 

Second level coding  
(focused/axial coding) 

Thematic analysis (Categories) 

Narrative analysis and codeweaving 

Audio files of interviews, observations and diaries were transcribed into 
text documents 

Grounded theory approach 
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In the first-level coding stage, similar to Strauss and Corbin’s notion of open coding, a 

combination of descriptive coding and in vivo coding was used (Miles, Huberman & 

Saldaña, 2014). Here descriptive nouns, as well as words and short phrases from the 

participant’s own language, were used in recording the codes. The researcher adhered to 

informant terms (as far as was possible) and little attempt was made to filter codes or 

categories, which meant there were naturally many categories and codes to start off with. 

As the analysis progressed, similarities and differences were highlighted among  

the many codes and categories. This process eventually led to a reduction of codes and 

categories to a more manageable number, which led to the more focused coding stage 

(Gioia et al; 2013). 

 

The more focused coding, known as second-level coding (Gioia et al; 2013), or similar to 

Strauss and Corbin’s (1998) notion of axial coding, involved giving the codes or categories 

labels or descriptors. This stage required thinking at multiple levels simultaneously 

between the opening coding levels and at the more focused-coding level, as well as 

looking at the whole narrative holistically (Gioia et al; 2012).  

 

Once all the first-level codes and second-level themes and dimensions had been 

assembled, the researcher had the basis for building a data structure. This was a crucial 

step in the research approach, as it showed the progression from raw data to first-level 

codes and to second-level theoretical themes and dimensions, which was an important 

part of demonstrating rigour in the qualitative research process (Gioia et al;  2013). The 

third stage of the analysis involved a type of thematic analysis. This approach was a useful 

tool as it provided the necessary flexibility and rich detail and provided for complex 

accounts of  large amounts of data (Clarke & Braun, 2013). Here the researcher followed 

Braun and Clark’s (2006) guidelines around thematic analyses to make sure that a 

theoretically and methodologically sound approach was followed. The final theoretical 

model was based on an analytical framework based on first-level codes, second-level 

categories and aggregate themes as illustrated in Table 20. 
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Table 20: The basic analytical framework 

Aggregate Theme 

Second level categories First-level codes 
First-level codes 

Second level categories First-level codes 
First-level codes 

Second level categories First-level codes 
First-level codes 

 

The last stage of the analysis involved a method called “code weaving”, which involved the 

actual integration of key code words and phrases into narrative form. This aided the 

researcher “to see how the puzzle pieces fit together” (Saldaña, 2013:248). This technique 

was used as a heuristic to explore the possible and plausible interaction and interplay of 

the major codes. This stage of the analysis involved a narrative approach to analysing the 

data and led to the final stage of the analysis process — narrating an informative story that 

ultimately led to new concept development (Gioia et al; 2013). Since a processual 

approach was adopted, there was continuous back and forth between academic 

reconceptualization and detailed empirical descriptions of emerging themes and topics, 

out of which new concepts were refined and interpretations developed (Dawson, 1997). 

The higher-level thinking and conceptualising phase of this stage of the analytical process 

involved the constructing of diagrams and mind-maps, which helped the analysis to be 

pushed to a stage of higher-level concept development. 

 

Throughout the first level, second level, and thematic analysis stage, the researcher made 

use of a co-coder. Team coding aided in definitional clarity, ensuring that roughly the same 

codes for the same batches of coding was used to ensure for more credible and 

trustworthy findings (Miles, Huberman and Saldana, 2014). This approach also proved to 

be a good reliability check for this phase of the research. Although the co-coder was not 

involved in the higher-level analyses involving code weaving and narratives, the co-coder 

provided extensive feedback and comparison with the first and second level codes and 

themes to ensure consistency throughout the initial data analysis process. The co-coder’s 

responsibility included, amongst other things, to critique interpretations that might not 

seem credible or that might seem biased (Gioia et al; 2013).   

 

The next section discusses the main quality criteria adhered to, and describes the 

methods taken to achieve these criteria.  
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5.4 QUALITY CRITERIA FOR QUALITATIVE RESEARCH 

There are no standard tests for making sure that qualitative research is reliable and valid, 

such as in quantitative research (Pyett, 2003). There are, however, extensive criteria and 

guidelines developed by various scholars for demonstrating best practices in conducting 

qualitative research that is rigorous, legitimate and trustworthy (Denzin & Lincoln, 1994; 

Guba & Lincoln, 2005; Denzin & Lincoln, 2005; Creswell, 2007, Tracy, 2010).  

 

In qualitative research, the researcher seeks not to measure but to understand, represent 

or explain, usually some fairly complex social phenomenon (Pyett, 2003). An account is 

therefore considered valid when “it represents accurately those features of the phenomena 

that it is intended to describe, explain or theorise” (Hammersley, 1987:69). Pyett (2003) 

assert that qualitative researchers need to ensure that they are confident that their account 

is an accurate representation of the phenomenon they are observing and reporting on. To 

achieve this, a combination of Lincoln and Guba’s (1985) trustworthiness criteria and 

Tracy’s (2010) eight-point conceptualization of quality qualitative research was used in the 

current study as the main framework for conducting the research process. The 

combination of the two provided for a universal criterion for conducting sound qualitative 

research. Tracy’s conceptualization for qualitative quality also transcends paradigms and 

responds to the complexity of the qualitative landscape through an expansive framework 

that takes into account the complex differences amongst various paradigms (Tracy, 2010). 

Table 21 lists the trustworthiness criteria by Lincoln and Guba (1985) combined with 

Tracy’s (2010) criteria for excellent qualitative research. Included are the steps and 

methods that were undertaken in meeting these criteria. 
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Table 21: Criteria for excellent qualitative research 

Traditional criteria 
Trustworthiness 
criteria (Criteria for 
quality) 

Criteria achieved through: 

Internal validity Credibility 

• Spending an extended time in the field 
• Triangulation of data types (observational 

data, diary data, interview data and 
documentation) 

• Review meetings 
• Member checking 

External validity Transferability 
Resonance 

• Detailed and thick descriptions of the 
organisational context 

• Aiming towards transferable findings 

Reliability Dependability 
Rich rigour 

• Purposive and theoretical sampling 
• Protection of the confidentiality of participants  
• Inquiry audit of data collection and analysis 

processes 
• Co-coder assessment of 1st level and 2nd level 

codes 

Objectivity 

Confirmability 

• Explicit distinction between 1st level and 2nd 
level codes 

• Data management and recording followed a 
meticulous process through 
o Verbatim transcriptions of interviews and    

diaries 
o Careful notes of observations 
o Accurate records of contacts, interviews,  

observations and diaries 

Worthy topic • A relevant topic that is timely within the 
specific context. 

Sincerity 
• A self-reflective process ensuring self-

reflexivity when it came to the participants 
values and the researchers own biases and 
inclinations. 

Significant 
contribution 

• Producing evidence and results that 
constitute a significant contribution  

Meaningful  
Coherence 

• The use of methods and procedures that fit 
the goals and epistemological positioning of 
the study.  

Ethical considerations • Being cognisant of procedural, situational, 
and relational ethics. 

Source: Adapted from Lincoln and Guba (1985) and Tracy (2010) 

 

To strive for credibility, the study aimed for thick descriptions of the case and triangulation 

of various data collection methods. Member-checking and review meetings with 

participants were crucial steps in verifying accurateness of the researcher's understanding 

of what was observed, and to corroborate interpretations of the interviews and diaries. 
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Briefing and debriefing sessions were held with participants to prepare participants and 

verify the accuracy and the researcher’s interpretation of what was recorded during the 

observation sessions.  

 

In terms of transferability, the researcher strived to describe all the steps taken in the 

research process in rich detail so that the reader can decide if the findings are applicable 

or can be transferred to another situation. A “thick description” of the research site and 

setting and change process was provided in Chapter 4, with the aim of offering sufficient 

detail of the change process and its context for the reader to apply the findings to other 

contexts. 

 

Dependability refers to how the researcher accounts for and describes the changing 

contexts and circumstances during the study (Tracy, 2010). Effort was made to be 

sensitive to the environment and respond to it as new findings emerge. Review meetings 

and discussion with peers, participants, and the supervisory teams were crucial to the 

research process to ensure that a logical, traceable, and accurately documented research 

process was followed (Eriksson & Kovalainen, 2008). 

 

In terms of confirmability, an effort was made to ensure a meticulous process was followed 

in terms of data management and recording of information. An audit trail was created as 

the process evolved, consisting of all the raw data, analysis notes, reconstruction and 

synthesis notes and personal notes. Efforts were also made to remain non-judgemental 

and to report the findings as truthful and balanced as possible.  

 

The last criteria by Tracy (2010) on ethical considerations are discussed in the next 

section. 

 

5.5 ETHICAL CONSIDERATIONS 

The nature of ethical issues in qualitative research studies are different and more subtle 

when compared to ethical issues in quantitative studies (Orb, Eisenhauer & Wyanden, 

2001). Tracey (2010) urges that ethics should not just be a means but should constitute a 



189 

 

common end goal of qualitative quality (Tracy, 2010). Qualitative research ethics is 

generally associated with four general areas, namely: Informed consent, anonymity and 

confidentiality, power and responsibility, and positionality (O’Reilly & Kiyimba, 2015). Each 

will be discussed separately in the section below.  

 

5.5.1 Informed consent 

 

Informed consent is a critical component of any research project, as it ensures that the 

individuals under investigation understand what it means to participate in the specific 

research study, so that an informed decision can be made in a conscious and deliberate 

way, on whether they want to participate or not (Mack et al; 2011). The following steps 

were followed in obtaining informed consent from each participant.  

 

• Step 1: Institutional consent was obtained from the CEO/Executive director of the 

organisation that served as the context for the current study. 

• Step 2: Ethical clearance was obtained from the UNISA CEMS Ethics Committee 

(CRERC) and the research permission sub-committee. 

• Step 3: A list of participants from the gatekeeper at the SBL was obtained. 

• Step 4: Participants were purposefully chosen, according to the exclusion and 

inclusion criteria in Table 19. 

• Step 5: Participants were contacted via email to invite them to take part in the study 

(included in the email was the participant information sheet and consent form). 

Follow-ups were made with phone calls if participants did not respond. The purpose 

of the follow-ups was to make sure that all participants had received the email and 

had an opportunity to take part in the research. 

• Step 6: Once consent was granted by participants and they indicated their 

willingness to take part in the study, a suitable time and date was arranged for a 

briefing session. 

• Step 7: At the briefing session, the researcher explained the study in detail and the 

involvement of the participants with regards to the diaries and interviews. At the 

beginning of the briefing session, an informed consent form was given to the 

participant to complete. 
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• Step 8: Participants were assured of their anonymity and that all information would 

be treated with confidentiality.  

 

Participants were chosen on a voluntary basis and participants were informed that they 

could withdraw at any point, if they wished to do so. A copy of the participant information 

sheet and consent form is attached in Appendix B and Appendix C.  

 

5.5.2 Anonymity and confidentiality 

 

Managing confidentiality and maintaining anonymity was a critical aspect throughout the 

research process and was achieved through the management of private information and 

the removal of identifying information about the participants (Tilley & Woodthorpe, 2011). 

To ensure confidentiality, the transcriber and co-coder needed to sign confidentiality 

agreements to protect the security and confidentiality of identifiable information. Any 

paper-based records were stored in a secure location in a locked cupboard/cabinet and 

only the researcher had access to the data. Computer-based records were available to 

personnel involved in the study using access privileges and passwords. All computer 

records were password protected and all reasonable care was taken to ensure that no one 

was able to access the transcriptions. Any personal identifiers were removed from 

research-related information, and pseudonyms were used when referring to participants 

and their responses.  

 

5.5.3 Power and responsibility 

 

In qualitative research, the focus is on research exploring and describing people and their 

natural environments. Consequently, embedded in qualitative research are the concepts of 

relationships and power between the researcher and participants (O’Reilly & Kiyimba, 

2015). Tracy (2010:847) refers to relational ethics and the need for researchers to practice 

“ethical self-consciousness” whereby researchers are mindful of their character, actions, 

and consequences to others. For the current study, effort was made to ensure that mutual 

respect, dignity, and connectedness between the researcher and participants was 

maintained throughout the process (O’Reilly & Kyimiba, 2015).  
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5.5.4 Positionality 

 

The iterative and unfolding nature of qualitative research means that numerous ethical 

dilemmas can arise as the research progresses (O’Reilly & Kiyimba, 2015) and this 

requires the researcher to maintain an ethically reflective position (Flewitt, 2005). As 

indicated earlier in the chapter, reflection was a crucial element throughout the study. Part 

of the process of reflection entailed careful consideration of the researcher’s own 

ontological, epistemological, and axiological positions (Ravitch & Riggan, 2012). It also 

required the researcher to be conscious of the relationship between the researcher and 

researched (Orb et al; 2001). One of the advantages of taking time to organise one’s 

thinking regarding these conceptual frameworks is that it enables clarification of the 

process as it unfolds (Ravitch & Riggan, 2012).  

 

To ensure openness, the researcher followed Flyvberg’s (2006) two suggested strategies: 

first, when writing up a case study, the researcher aimed to tell the story in its diversity, 

allowing the story to unfold in its complexity, and sometimes conflicting stories, that the 

actors in the case shared with the researcher. Second, the researcher avoided linking the 

case with the theories of any one academic specialization, but rather aimed to relate the 

case to broader philosophical positions that cut across specializations (Flyvberg, 2006). 

Every effort was made to represent the view of others accurately and truthfully, in the spirit 

in which the participants shared and intended (Wijesinghe, 2012).  

 

5.5.5 Obtaining ethical clearance 

 

Due to the longitudinal nature of the study, the ethical clearance process involved a two-

phased approach. In accordance with the Unisa Policy on Research Ethics, the 

Department of Business Management Research Ethics Committee granted ethical 

clearance (See Appendix A) for the first phase in July 2015, prior to the preliminary data 

collection phase involving non-participant observations, participant diaries, and 

documentation analysis. The second ethical clearance (see Appendix A) associated with 

the second phase of the research study was granted in November 2016, for the interview 

stage of the research involving structured interviews with the participants. Permission was 
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granted after the submission and evaluation of two comprehensive ethics review 

applications addressing the moral and ethical principles as set out in the University of 

South Africa’s policy on research ethics (Unisa, 2012).  

 

5.6 DELIMITATIONS OF THE CURRENT STUDY 

As discussed in this chapter, the focus of the study was within a single Business school 

setting, in conjunction with the Graduate School of Business leadership, a Business school 

based in Gauteng, South Africa. The primary unit of analysis was a single strategic change 

process constituting the curriculum and module development process that commenced in 

2016 for the MBL degree. The tracking and methodological phases of the change process 

was delimited to a period spanning three-years. Participants included faculty staff 

members from a single academic faculty unit within the business school, who were directly 

involved in the curriculum and planning development process for the MBL degree.  

 

5.7 CHAPTER CONCLUSION 

This chapter discusses the research design and methodological process that was followed 

in order to answer the research question. The chapter first discussed the paradigm and 

worldview adopted, explaining why these lenses were appropriate. Next, the research 

process was described using Gioia’s methodological approach as the framework to ensure 

a rigorous and systematic process was followed. The chapter discussed the key quality 

criteria for qualitative research, and described the processes followed to ensure a 

rigorous, legitimate, and trustworthy approach was followed. The chapter concludes with a 

presentation of the ethical consideration pertaining to the research. The next chapter 

presents the key findings of the study, presenting the analysis and findings resulting from 

the research process, and proffering the final process module illustrating the key outcomes 

of the study.  
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CHAPTER 6: RESEARCH FINDINGS AND DISCUSSION 

6.1 INTRODUCTION 

“We know as we go, not before we go (ambulatory knowing) …the world is not ready-
made for life to occupy…It is rather laid out along paths of movement…To find one’s way 
is to advance along a line of growth, in a world…whose future configuration can never be 
fully known.” Tim Ingold (2000: 231) 
 

This chapter provides an interpretation and rich account of the data gathered, through the 

adoption of an inductive analysis approach. Within an inductive approach, a combinatory 

process-practice ontology was appropriate in accounting for dynamic realities and 

ambiguities associated with strategic change processes. The meaning of process in the 

current study of strategic change involved an ontology of “becoming” (Chia, 2009:5), in 

which strategic change is characterized as a multi-dimensional, dynamic process involving 

complexity, ambiguity and contradictions (Kunisch et al; 2017). The conception of process 

as “becoming” allowed me to capture the ongoing nature of change (Caldwell, 2006), by 

studying changes in their context, and returning to “embeddedness as a principle of 

method” (Pettigrew, 2003:336). The focus of the current study was on the more subtle 

aspects of strategic actions and the temporal components of a process and how they are 

produced and reproduced within an ongoing flux of processes (Chia & MacKay, 2007; 

Langley et al; 2013). The aim of this approach was to catch “reality in flight” (Pettigrew, 

2003:21) and to provide a compelling identity-legitimacy story through a temporal narrative 

approach. 

 

In line with an inductive approach, the chapter firstly provides a preview of the emergent 

model that arose from the data analysis, before delving in to the raw data and in vivo 

representative quotes. The emerging model illustrates how the key themes interrelate with 

one another to form the emergent process model of how faculty staff members in non-

managerial roles interpreted and made sense of a planned strategic change process. The 

next section first positions the emerging model, reiterating the main purpose of the study, 

and outlining the reporting and interpreting approach that was followed. Figure 22 provides  

the diagrammatical depiction of the structure of Chapter 6 within the context of the  

current study. 
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Figure 22: The structure of Chapter 6 (Own compilation)

Chapter 4: The organisational context: The business school sector 

Chapter 5: Research design 

Chapter 7: Conclusion and recommendations 

Chapter 3: Strategic change processes 
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model 

 
6.3 Interpreting and reporting 

 
6.4 The emerging model 
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preliminary data collection 
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6.7 Chapter conclusion 
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6.2 POSITIONING THE EMERGING MODEL 

The aim of the study was to further open the black box of strategic change by providing 

insight into the practices and processes involved that constitute a planned strategic 

change process, through exploring identity and legitimacy dynamics. This was done 

through a longitudinal processual-contextual approach (Pettigrew, 1979) describing what 

and how things change over time within a single business school context and from the 

perspective of faculty staff members in non-managerial positions. Figure 23 provides an 

overview of the focus of the current study, illustrating individuals within a business school 

context as the unit of observation and the organisational identity and legitimacy processes 

as the unit of analysis (as interpreted by faculty staff members within a single faculty unit.) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

As mentioned from the onset of this dissertation, static and fixed features of identity and 
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2017; Prester, Cecez-Kecmanovic & Schlagwein, 2019). The current study adopted a 

more dynamic and holistic approach towards understanding and assessing these 

constructs, with the aim of discovering the more subtle and tacit nature of the processes 

and practices underlying identity and legitimacy. From an ontological “becoming” view, the 

conceptualisation of identity work and legitimacy-in-process is more generative, interactive 

and dynamic (Gioia & Patvardhan, 2012; Suddaby et al; 2017) and a dwelling worldview 

orientation allowed the study to capture the richness and quality of lived experiences, 

bringing to the fore the more tacit elements of strategising associated with these 

constructs. Consequently, the final emerging model reconceptualises how agency, 

practice, and action interrelate. Additionally, the current study proposes a combinatory 

dynamic framework through incorporating Popper’s three world’s theory (1979), and 

integrates a knowledge perspective in the final model, developing a more dynamic account 

of events, as opposed to a static description. The aim was to contribute to organisational 

practice and theory through a notion of individual organisational action that “recognizes 

context, flux, and temporality” (Langley & Tsoukas, 2010:2).  

 

6.3 INTERPRETING AND REPORTING 

In line with a qualitative research design, the researcher was the primary research 

instrument in the data collection and analysis stage. Consequently, the reporting of the 

findings and interpretations given within this chapter, is carried out in the first person. The 

interpretation of the data was guided by the chosen research design and the theoretical 

framework framing the study. The research adopted a broadly social constructionist 

approach and thus followed a concept development (Gioia, Corley & Hamilton, 2013:16) 

and theory building approach as opposed to a theory-testing approach. 

 

To produce a multidimensional view of the data (Floersch et al; 2010), the study integrated 

the use of thematic, grounded theory and narrative techniques (see Chapter 5) in order to 

develop a dynamic conceptual model for understanding how faculty staff members in non-

managerial roles, interpreted and made sense of a strategic change process.  
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Data analysis began by constructing a thick description (Langley 1999) of the personal 

lived experiences and reflections of faculty staff members who had a direct role in  

the change process. These were captured in observations, diaries, field notes, and 

interviews. A chronological account of the events and activities prior to the curriculum  

and module development phase was constructed in the form of an illustrative case study 

(see Chapter 4). 

 

Coding was done using a combination of paper-based coding, and electronically through 

documenting the code books in Microsoft Word. A grounded theory approach was 

followed, which required extensive and repeated sifting through the data, and analysing 

and re-analysing multiple times in order to identify new concepts and contribute towards 

theory development. Thus, writing and rewriting was a crucial phase of the analytic 

process (Charmaz, 2014:289).  

 

Essentially a grounded approach (Glaser & Strauss, 1967) was used from the onset. 

Throughout the analysis, I attempted to gain a deeper understanding of the data, and 

continuously worked at refining my interpretations (Basit, 2003). Accordingly, I followed a 

predominantly inductive approach where data was not pre-coded, but rather was collected 

and exposed to open-coding. This initial coding stage was necessary in order to see how 

the codes function and “nests in its context” (Basit, 2003:145).  

 

In combination with the open-codes, in vivo codes were necessary in order to preserve 

participants’ meanings of their views and actions in the coding itself. These in vivo codes 

also provided a useful analytic point of departure (Charmaz, 2006:55). This initial stage 

tied in with Gioia’s systematic presentation of first-level analysis whereby participant-

centric terms and codes are used (Gioia et al; 2013:18). In line with Gioia’s methodology, 

the next stage involved a second-level analysis whereby researcher-centric concepts, 

themes, and dimensions were used in the analysis. The reporting of both participant and 

researcher voices allowed for a qualitatively rigorous demonstration of links between the 

data and the induction of new concepts (Gioia et al; 2013).  
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In order to contribute to more conceptual and theoretical views of the process, I used a 

mixture of coding methods later on as the data analysis proceeded (Saldaña, 2016). I 

made sure not to be over dependant on the in vivo strategy as not to limit the ability to go 

beyond to more conceptual and theoretical levels of analysis and insight (Saldaña, 

2016:110). The third part of the analysis involved organizing themes under higher-level 

constructs (Floersch et al; 2010). This involved constant comparison of small components 

of the data, and the construction of a system of categories and themes that described the 

phenomena that was being observed (Langley, 1999:700). I then used a code-weaving 

approach in the last stage of the analysis, which involved the integration of key codes and 

phrases into narrative form (Saldaña, 2013:248).  

 

A narrative technique was necessary in order to focus on the temporality and sequencing 

of experiences and stories shared (Flouersch et al; 2010: 411). I used the narrative 

technique to analyse the multiple modes of representation used to reference and make 

sense of these lived experiences of the faculty staff members. As described by Riessman 

and Quinney (2005:392), these narratives provided a window into “human interaction and 

relationships” and the daily activities that make up social work.  

 

An additional step taken to ensure trustworthiness, was the involvement of an independent 

co-coder. The independent co-coder was unfamiliar with the study, worked in a different 

academic discipline, and played an important role in corroborating the findings. The co-

coder coded portions of the study involving the first and second level codes. There were 

multiple consensus meetings between the researcher and coding consultant where 

findings were shared and compared. 

 

Through a rich account of the context and representative in vivo quotations and codes, I 

was able to confirm saturation of the data and provide a true account of the lived 

experiences of the participants. As reported in Chapter 5, the eight interviews amounted to 

602 minutes of recorded time and the transcribed interviews amounted to 236 pages. The 

final interview transcripts were restructured according to responses per question as set in 

the interview schedule. It was deemed necessary to structure the transcriptions according 

to responses given per question, in order to get a sense of the overall reactions of 



199 

 

participants towards a specific question and when discussing a specific topic. This enabled 

me to pick up on various dynamics, contradictions, and viewpoints towards the topics 

under discussion.  

 

The last phase of the data analysis process involved member checks with participants to 

gain confidence that the emergent analytical framework was sensible and was affirmed by 

the lived experiences of the participants. Member checks were conducted with those 

participants that consented to meetings; however, all participants were sent the final data 

structure and codes for review. All participants confirmed that the data structure and codes 

were a true depiction of the events that transpired.  

 

Table 22 provides the citation convention used within this chapter for the interview data 

and diaries, as well as the pseudonyms used when specific participants were referred to 

by name. 

 
Table 22: Citation convention of data within this chapter 

Data source Citation convention 

Example: Interview: (# 3:3:454:474) Diaries: (D1: 180:186)     

Interviews 

For the interviews, participants were anonymised using a simple numbering 
method.  
- #3 represents the interviewee  
- 3 represents the document number 
- 454 represents the starting line 
- 474 represents the end line. 
This method was used to reflect the audit trail.  

Dairies  

Diaries: 
- D1 represents the diarist 
- 180 represents the starting line 
- 186 represents the end line 

Pseudonyms 

Pseudonyms were used where reference was made to a specific faculty staff 
member in the transcript, using the following names: 
- John 
- Mary 

 

The rest of the chapter is structured as follows: firstly, a preview of the emerging model is 

presented, illustrating the key themes and categories that emerged and how they 

interrelate to form the final process model. The chapter then proceeds with a discussion on 

the preliminary phase, involving observations and diaries and how it influenced the 
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exploratory phase which consisted of in-depth interviews. The chapter ends with a detailed 

discussion and explanation of the raw data and representative in vivo quotes and codes, 

with links to the extant literature.  

 

6.4 THE EMERGING MODEL 

This section provides a summary of the key themes and an overview of the emergent 

model to provide context for the reader to understand the first-level and second-level data. 

Various figures are provided to illustrate how the key themes and categories interrelate to 

form a dynamic view of how faculty staff members interpreted and made sense of a 

strategic change process.  

 

6.4.1 An emerging identity – “an evolving context” 

 

The first key theme that emerged involved the prevalence of an emerging identity and an 

organisation that was ‘in flux’. This theme emerged early on and was evident throughout 

the change process. Participants reflected on the past historical context, comparing the 

company to its position in the years prior to the curriculum and module development 

process and its current position, at the time of the study. Three factors prompted the 

members in identifying an emerging identity (see Figure 24). These factors included (1) 

current positive perceptions the participants expressed about the change event; (2) 

retrospective statements that arose from internal comparisons between what the 

organisation went through prior to the change event compared to where they are now; and 

(3) a positive prospective outlook expressed by participants about the future. These 

statements reflected the past, present, and future claims made about the company. Figure 

24 illustrates the 2nd level codes and aggregate theme.  
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A second insight involved the prevalence of factors that were key in advancing the 

strategic change event, and factors hindering the process. As is expectant during a 

strategic change process, there were a number of factors that aided the process and 

others that were associated with tensions and levels of resistance towards the change. 

These were categorised as enabling and hindering factors in the initial open coding stage.  

 

The factors advancing the strategic change process were grouped into two further 

categories during the code weaving stage of the analysis: (1) Tacit knowledge sharing 

practices and (2) Objective knowledge sharing practices (see Figure 25). It was necessary 

to categorize the enabling factors into two separate categories, as there was a clear 

distinction between practices that emerged and evolved in a more organic way during the 

strategic change process; and deliberate planned actions and processes that were part of 

the strategic change process from the onset.  

Emerging identity Positive perceptions of 
current context 

Retrospective statements 
about historical context 

Positive prospective 
outlook about future 
context 

Present 

Past (retrospective sensemaking) 

Future (prospective sensemaking) 

 
Module-  
development 
phase 
 

2nd level code Aggregate theme 

Figure 24: Data structure for an emerging identity 
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In terms of the enabling factors, tacit knowledge sharing took place through three avenues: 

(1) the sharing of knowledge through phronetic leadership; (2) sharing of knowledge 

Emerging 
identity 

Phronetic leadership 

 Communities of Practice 

 Enabling 
factors 

Hindering 
factors 

Code weaving: aggregate themes  Aggregate theme 

Conceptualisation and 
integration of knowledge 

Tacit knowledge sharing 
practices 

2nd level codes 1st level codes 

Meetings 

 
Workshops 

 
Template, policies, 
frameworks checklists 
 

Colleagues learnt 
from each other 

Informal leader 
initiating 
change 

Good 
leadership 

Conceptualizing 

Positive team 
approach 

Approach based 
on competence 
not hierarchy 

Creating a 
framework 

Researching, 
reading 

Meetings to 
structure 
MBL 

Workshops 

- Initial inertia 
- High workload 
- Silo effect 
- Bureaucracy 
- Lack of time 
- Lack of buy- turf 

wars 
 

Information 
resources 

Figure 25: Enabling and hindering factors 
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through communities of practice; and (3) the conceptualization and integration of 

knowledge. Objective knowledge sharing practices constituted various forms, such as 

workshops, meetings, and important information resources such as templates, checklists, 

policies, library resources and timelines.  

 

A further insight was the evidence of back and forth interactions and processes of 

adjustment involving the tacit knowledge sharing and objective knowledge sharing 

practices. I observed a type of learning-through-doing process that became a key element 

of strategic action throughout the process. This learning-through-doing process involved 

back and forth interactions between the tacit knowledge practices and the objective 

knowledge practices, and it was these iterative cycles that enabled individuals to make 

sense of the change event. Here elements of adjustment and aspects of coping and 

ingenuity emerged, which played an important role in advancing the change process. 

During the high-level code-weaving phase of data analysis, this was categorized as a 

stand-alone theme described as iterative action and adjustment, represented in Figure 26 

below. 

                              

 

 

 

 

 

 

This process of iterative cycles between the tacit knowledge sharing, and objective 

knowledge sharing practices, constituted important sensemaking and sensegiving 

imperatives, which assisted participants in making sense of the change process. This was 

an ongoing activity, central to the meaning making processes of the participants.   

 

At this point in the analysis, and after subjecting the transcript material to a thorough 

inductive process incorporating a grounded theory analysis approach (Glaser & Strauss, 

1967), I observed that the emerging model had many similar characteristics to Chia and 

Objective 
knowledge sharing 
practices 
 

Tacit knowledge 
sharing practices 
 

Figure 26: Iterative action and adjustment 

Iterative action 
and adjustment 
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Holt’s (2009:159) view of strategy as a process of wayfinding6. Here, strategic actions 

“emanate from within the constantly evolving circumstances” (Chia & Holt, 2009:159) and 

involves actions of mapping that precedes what they call map-using and map-making. I 

further categorized tacit knowledge sharing practices and objective knowledge sharing 

practices into mapping, map-making and map-using practices, depicted in Figure 27 

below.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The key outcomes of the study reflected a dynamic social process similar to the process of 

wayfinding. In addition, there were similarities to Lave and Wenger’s notion of situated 

learning (Lave & Wenger, 1991). Interactions between tacit and objective knowledge 

sharing practices occurred through social co-participation (community of practice 

approach) embedded within both a social and physical environment (Lave & Wenger, 

1991). To summarize, four key outcomes were the basis for the emerging model:  

1. The prevalence of an emerging identity and organisation that was in flux.  

2. A combination of tacit knowledge sharing practices and objective knowledge sharing 

practices.  

3. Cycles of iterative action and adjustment.  
                                            
6 Chia and Holt (2010:159), introduces the notion of strategy as a process of wayfinding in their book 
“Strategy without design”. Here, strategic actions “emanate from within the constantly evolving 
circumstances” (Chia and Holt, 2010:159). 

Tacit knowledge sharing 
practices 
 
Communities  
of practice 

 
Phronetic  
leadership 

 
Conceptualizing  
and integration  
of knowledge 

Objective knowledge sharing 
practices 
 
- Policies 
- Frameworks 
- Templates 
- Instructions 
- Meetings 
- Timelines 
- Team approach 
 

                             Strategy as a process of wayfinding - emerging identity 

Iterative action 
and adjustment 

Map-
making 

Mapping 
practices Map-

using 

Figure 27: Strategy as a process of wayfinding 
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4. Strategy as a process of wayfinding involving mapping, map-making and map-using 

practices 

 

The final step in the analysis process involved visualizing this nested system through 

incorporating Popper’s three world’s theory, discussed in the section that follows.  

 

6.4.2 Incorporating Popper’s Three World’s theory  

 

The idea to incorporate Popper’s three world’s theory, emerged mid-point during data 

analysis after extensive back and forth interrogating of the findings, the extant literature, 

and discussion with the supervising team. Following a dwelling worldview approach 

involves accepting “one’s place in a nested system or context” (Chia & Holt, 2009:139), 

accordingly, I turned to Popper’s notion of three worlds to visualize this nested system in 

the final emerging model.  

 

Popper’s three world’s theory was deemed an appropriate framework to incorporate for 

several reasons. Firstly, through Popper’s three worlds I was able to visualize a pluralistic 

and dynamic view of the world. This enabled me to situate individuals (change recipients) 

and their actions within the constituents of their environment (Chia & Holt, 2009: 131). 

Secondly, Popper’s framework acknowledges the evolving nature of knowledge, and this is 

in line with a constructivist epistemology (Hung & Chen, 2008). Through the use of 

Popper’s three worlds, I was able to integrate a knowledge perspective, with a practice 

and process perspective, presenting knowledge both tacitly and explicitly (Guetat & Dakhli, 

2010). I could thus provide for both static and dynamic representations of knowledge 

sharing practices. Lastly, Popper’s framework involves an evolutionary epistemology 

whereby adaptation evolves and is maintained through an iterative process (Hall & 

Nousala, 2010), which links up with the theme that emerged in the study of “iterative action 

and adjustment”. By using this combinatory framework, I was able to integrate both the 

static and dynamic facets within an organisational context. 

 

My conceptualization of Popper’s three worlds differs from Popper’s original 

conceptualization in a number of ways and is presented in Figure 28. World 1 is presented 
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as a large arrow, instead of a circle, to represent the evolving context that is always 

“becoming”. World 2 and World 3 are embedded within World 1 to illustrate how processes 

and practices are embedded. It is the dynamic interactions and social processes between 

the three worlds that constitute strategic action and involve complementary actions of 

mapping of strategic practices with map-making and map-using (see Figure 28). 

 

 

 

 

 

 

 

 

 

 

  

 

 

The next section discusses the emergent data from the preliminary phase, and then delves 

into the raw data and representative in vivo quotes that emerged early in the data analysis 

phase.  

 

6.5 EMERGENT DATA FROM THE PRELIMINARY DATA COLLECTION PHASE 

An important aspect of the research design was for me to gain entry into the organisation 

early on in order to understand the context prior to the curriculum planning and module 

development phase and to gain a sense of the evolving context.  

 

The following account of the organisation’s context emerged from: (1) preliminary 

interviews with the quality assurance and design officer; (2) observations conducted during 

two workshops prior to the module development; and (3) diaries documenting these 

workshops, kept by seven of the participants as well as review meetings with four 

 

 
 
Communities  
of practice 

 
Phronetic  
leadership 

 
Conceptualizing  
and integration  
of knowledge 

 
 
- Policies 
- Frameworks 
- Templates 
- Instructions 
- Meetings 
- Timelines 
- Team approach 
 

Iterative action 
and adjustment 

Map-
making 

Map-
using 

Mapping 
practices 

World 1: physical world (Business school context)  

World 2: Tacit knowledge World 3: Objective knowledge 

Figure 28: Incorporating Popper’s three worlds into the emerging model 
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participants. This preliminary data collection phase allowed me to understand the extent of 

change and level of complexity facing faculty staff members. It also ensured that I spent an 

extended time in the field, observing, and “getting close” to participants. As a result, I was 

able to understand the context prior to the interview stage and get a fuller picture of the 

evolving context.  

 

6.5.1 Preliminary interviews with quality assurance and design officer 

 

The first point of entry were preliminary interviews conducted with the quality assurance 

and design officer who played a pivotal role in assisting the faculty staff members in 

various aspects of the curriculum planning and development process. The quality 

assurance and design officer was responsible for ensuring quality throughout the process 

and putting together submissions in consultation with relevant stakeholders and providing 

feedback to the internal stakeholders of the institution (mostly management). I conducted 

two interviews with the quality assurance and design officer, shortly prior to the first 

workshop. The quality assurance and design officer had been in her position since 2011, 

and she provided useful information on the years prior and leading up to the curriculum 

planning and module development phase. During this period, I wrote up an illustrative case 

study in order to understand the chronological events leading up to the change process. 

The illustrative case study was sent to the quality assurance and design officer to 

corroborate that the account was accurate and true. The quality assurance and design 

officer was able to assist me regarding any uncertainties I had about the events of the 

process.   

 

6.5.2 Observations and diaries: early insights  

 

Through real-time data collection via dairies kept by seven of the participants, and 

observations conducted during workshops, I was able to gain insights into identity and 

legitimacy dynamics early on. This phase mostly involved the tracking of the planning and 

communication phase in terms of workshops, meetings and review meetings that were 

conducted in the months leading up to the module development.  
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Via the diaries that were captured I was able to pick up on some of the dynamics and 

nuances related to the evolving context. The purpose was to capture the immediate real-

time reactions and emotions of the participants towards the unfolding events. In addition, 

this phase allowed me to observe the interactions between the participants and the other 

faculty staff members who were directly involved in the change process. I made detailed 

notes on how the events unfolded and evolved. These early insights helped me “better 

understand identity dynamics” (Alvesson & Willmott, 2002) and gain a sense of legitimacy 

aspects embedded in the process. I could then use these prior observations as a basis of 

comparison later on in the interview stage. The next section is divided into three sections 

described as ‘change overload’, ‘identity/legitimacy paradox’ and ‘sense of teamwork 

emerging’ to describe the account of the insights I observed at this point of the analysis.  

 

 6.5.2.1 ‘Change overload’ 

 

An overwhelming sense of change overload was felt by participants at the time of these 

workshops. In the words of one academic staff member, “change was bigger than first 

identified” and I observed the myriad of changes facing them. The account below was 

captured from workshop discussions, narratives from diaries and review meetings that 

were conducted during this phase. 

 

Numerous aspects and concerns were brought up during the first workshop and ranged 

from structural issues concerning support structures and workload allocation, to concerns 

regarding the change of the qualification from NQF level 8 to an NQF level 9 qualification. 

In a reflection captured in one of the dairy entries, there was fear that “the programmes 

which are being phased out are inferior to the programmes which we are providing now” 

(D1:46:48).  

 

I observed how the faculty staff members seemed overwhelmed by the change to a fully 

online platform. There were concerns raised regarding additional training on technology 

and pedagogy and the need to acquire skills concerning online methodologies.  

 



209 

 

There was uncertainty surrounding how to integrate various modules within the 

qualification, and the appropriate use of new assessment methods. The differentiation 

between the MBA and the MBL degrees was another concern and participants indicated 

that this needed to be clear before they could proceed with the development phase. There 

was a fear that the MBA would cannibalise the new MBL, and the academic director 

expressed the need to put in the necessary strategies to manage this.  

 

The need to begin the process for international accreditation once the module 

development had been completed was another change process awaiting them. There 

were a number of ambiguities and contradictions with regards to the terms referred to for 

international accreditation that differed from CHE requirements and national bodies such 

as SAQA.  

 

Lastly, there was uncertainty and tensions expressed by participants with regard to some 

of the documents required for the module development phase and the use of these 

documents. The quality assurance and design officer expressed the need for faculty staff 

members to be cognisant of these forms. In review meetings with the quality assurance 

and design officer and some of the participants, they shared how there was initial 

resistance from some of faculty staff members against these forms. In these review 

meetings, I further confirmed my observation that an overwhelming amount of change was 

felt by everyone. The quality assurance and design officer cautioned that this change 

needed to be approached in the correct way. I observed that the participants often looked 

up to her for guidance in terms of these forms.  

 

In addition to the above, there were a number of external changes confronting the 

business school at the time of the workshops. Key aspects brought up during the 

workshops included the “fees must fall” and “Rhodes must fall” movements that had taken 

place, the changing demands of students, and how institutions were pressured to respond. 

Faculty staff members were also confronted with issues of Africanising, decolonising, 

transformation, indigenising, and diversification. All these aspects added another layer of 

complexity to the changes experienced.   
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Most of the concerns and uncertainties were channelled through the academic director 

who was facilitating this initial workshop. At the end of the workshop, it was decided that 

one workshop was not sufficient, and further workshops needed to be arranged.  

 

During both workshops, academics that were previously involved in the development of 

the MBA degree prior to the development of the MBL degree, shared their experience, 

challenges and lessons learnt. The MBA development was an important event as it had an 

influence on what happened in the MBL development, paving the way forward for how the 

MBL development was approached. One faculty staff member indicated, “us academics 

learn as we go along”, which gave me an early glimpse of the learning-through-doing 

element that became a recurring theme throughout the process, and an important part in 

progress and learning. 

 

 6.5.2.2 Identity/legitimacy paradox 

 

Highly paradoxical elements are common within business school environments 

(Alajoutsijärve, Judoka & Siltaoja, 2015). I observed how faculty staff members needed to 

navigate various identity and legitimacy aspects in this early stage. These observations 

gave me some insights into various ambiguities and contradictions facing the faculty staff 

members at the time.   

 

In the second workshop, issues of identity ambiguity as well as identity conflict emerged as 

I observed statements made by participants involving comparisons of various labels 

describing what they were and were not. There was a sense of identity ambiguity with 

regards to the label of Africanisation and what that meant for the institution. The paradox 

of being African, but providing global content was a much-contested topic with various 

faculty staff members mentioning there was a “struggle between being global and being 

African” and “being part of a global village but not losing our identity”. Other participants 

compared their position as “being westernised” and “closed off to social sciences”. There 

was a clear conflict between the pressure to Africanise the curriculum, and at the same 

time remaining globally relevant, and these tensions reflected the current challenges 
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facing business schools both globally and locally in terms of the diverse needs facing 

business schools and their curriculums.  

 

An aspect mentioned again in the second workshop was the upcoming intention to apply 

for international accreditation and how it would dictate their identity. Participants expressed 

their confusion with the different terms and definitions associated with these accreditation 

processes. There were discussions comparing international accreditation to national 

accreditation. International accreditation was mostly associated with excellence (quality 

label) whereas national accreditation was mostly seen as a compliance label (tick-box 

exercise). This identity/legitimacy paradox added another layer of complexity to the 

anticipated change.  

 

In discussion about the company’s positioning in its marketplace, faculty staff members 

seemed unsure of who they were in terms of its positioning in the marketspace. A sense of 

identity ambiguity emerged about who they were going to become as a result of the 

module development and the involvement in future potential accreditation processes. A 

form of temporal identity discrepancy emerged as participants brought up their concern 

regarding “who the business school is” and “who the business school will be” after the 

development takes place. One faculty staff member shared how they were conflicted about 

the way forward in terms of how to position the business school and how to differentiate 

themselves from old and new competition.  

 

Lastly, the slip in the rankings of the business school in the years prior to the change 

process, represented a strong organisational identity threat to the business school, in 

terms of perceived quality that the rankings bring with them. However, in contrast, it 

represented a weak organisational legitimacy threat, as many participants were of the 

opinion that there is “more than just rankings”.  

 

In attendance of one of the meetings conducted by an area coordinator, I gained some 

insight into the group dynamics. I observed that the area coordinator played an important 

sensegiving role to the group. During this meeting, concerns were raised about the need 

for a coordinated and integrated approach and that faculty staff members still very much 
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work in silos. The area coordinator indicated that they will need to follow an integrated 

approach, however acknowledged this would be challenging.   

 

At the end of the preliminary data analysis phase, ten themes emerged from the ‘real-time 

data’, and from the observations mentioned above. These 10 themes became the basis for 

further discussion points later in the interview stage and are listed below: 

 

1. Africanisation 

2. Being global 

3. Content vs context 

4. New assessment methods 

5. Identity in the competitive space 

6. Positioning in the market place 

7. Internationalisation 

8. Westernized 

9. Creativity and innovation 

10. Integration 

 

The ‘real-time’ data collected during this phase was useful as it allowed me to use 

emerging themes that arose from the participants as the change event unfolded, as 

opposed to retrospective data most commonly used in research. This approach provided 

for rich and deep data, expressed by participants in their own words and which ultimately 

allowed me to provide a more nuanced description of the change process.  

 

 6.5.2.3 ‘Sense of teamwork emerging’ 

 

While the current unstable identity seemed to be a negative factor, participants described 

how the context was evolving. A positive aspect was the current academic director who 

was driving the change process and provided stability at the time of the change process. 

There were numerous references to the academic director (both in diaries and review 

meetings with participants) and her role in driving the process and providing an enabling 

environment. 
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…the current academic director has really put some initiative in to developing this and 

without the immense amount of pressure with the previous development…just to say, the 

current academic director has got a vision and a view and created some excitement for us 

on the way forward and things like that and in a way it made me, again, relook at where I 

work, the place that I am, my own opportunities to develop as an individual and things like 

that, which to me was very, very exciting. (D5:180:186).  

 

…I think due to the management the new management that we have in the academic 

director, previously these things were kept until the last minute…(D3:99:100) 

 

The MBL is well driven by the current academic director. (D2:62:63) 

 

This emerging theme was corroborated in reflections captured in diaries when participants 

reflected on “what is going well and why”.  

 

A number of participants further referred to the group dynamics and how “there is a sense 

of teamwork which is emerging” (D1:5:6). One participant mentioned how “the silo 

mentality and delivery is being replaced by teamwork” (D2:82:83), while another 

participant reflected, “so teamwork is actually becoming a real thing” (D4:137:138).  

  

One participant described the evolving context: 

 
…there are issues of course which need to be addressed and it looks like issues are now 

being looked at even of course being able to look back on actually what was planned and to 

see whether they are fitting in well…(D1:6:9) 

 

It became evident that retrospective and prospective sensemaking was an important part 

of the process, as reflected in the statement below: 
 

…and another aspect which is going well is the reflections on what has been going on and 

how that is going to shape what is going to happen in the future. (D1:6:11).  

 

In a reflection to the question “What have been the significant events”, one participant 

mentioned the feedback they received from the MBA development: 
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the feedback that we got from the MBA development I think there is a lot of learning that is 

locked up in that feedback – what people experience and what they think could be done 

better. (D3:118:120)  

 

This reflected the learning-through-doing element that became evident throughout the 

process.  

In discussions in review meetings held after the workshops, participants confirmed that the 

context was evolving, and despite the uncertainty regarding their identity and anxiety felt 

as a result of all the changes facing them, participants started referring to an evolving 

identity. This was an early insight into the fluid nature of their identity and the first glimpse 

of an emerging identity. 

 

The next section provides the raw data, and representative in vivo quotes that emerged 

through the data analysis phase.  

 

6.6 RAW DATA AND REPRESENTATIVE IN VIVO QUOTES 

In line with a grounded theory approach, a combination of open coding and in vivo codes 

were used in the initial stages of data analysis. The adoption of in vivo coding was 

necessary in order to prioritize participants' voices and honour their lived experiences 

(Saldaña, 2016:106). The raw data and representative in vivo quotes underlying each of 

the themes in the model are presented in table format in the section that follows. The 

sections describing each aggregate theme that was developed during the code-weaving 

stage of the data analysis, concludes with a theoretical grounding and discussion section, 

positioning the aggregate themes within the extant literature and summarising the key 

findings associated with each aggregate theme. 

 

Various sub-themes were common throughout the key themes, such as the notion of the 

shared context, the learning-through-doing theme, and social processes of adjustment. 

While the emergent process model offered in Figure 26 illustrates the concepts in a logical 

order, the interplay among these dimensions and their components were not as 

straightforward. Some events were recursive, and many overlapped in time.  
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6.6.1 Theme 1:  An emerging identity 

 

Despite the initial ambiguity experienced by participants in the months leading up to the 

module development phase, at the time of the interviews, participants had a positive 

prospective outlook of where they were going. There was an overall sense that the change 

was needed and general acceptance of the process. Table 23 presents the second level 

categories that emerged from the data that contributed towards identifying an emerging 

identity.  

 
Table 23: Data structure for theme: Emerging identity 

Aggregate 
theme 

2nd level category 1st level codes 

Emerging identity 

Current positive perceptions 

Exciting, new, enthusiasm 
Momentum – moving forward 
Positive change 
Dedicated leadership (informal and 
formal) 
Progress finding own niche and 
identity 

Retrospective statements 

Then/history 
High management turnover 
Instability 
Holding on to previous value system 

Prospective outlook 

Vision is becoming clearer 
Transformation 
In flux 
More stability 
No clear identity yet – but it is 
emerging 

 

Glimpses of an emerging identity started appearing during observations in the preliminary 

data collection phase, and it became the first significant theme to emerge during the 

interviews. The emerging identity was further confirmed through probing questions in the 

initial interviews, as well as through review meetings with various participants.    

 

When responding to the question ‘At this point in time, how would you describe the 

organization?’ participants expressed themselves using past, present, and future claims. 

Table 24 provides the representative in vivo quotes for the past, present, and future claims 

describing the evolving organisational context. 
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Table 24: Representative in vivo quotes: emerging identity 

Aggregate 
theme 

2nd level 
category 

Representative in vivo quotes 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Emerging 
identity 

 
 
 
 
 
Positive 
perceptions of 
the current 
context 

I would describe it as an exciting place to be at the moment.     
( #1:2:4:4) 
I’ve always held UNISA, as such, in great esteem. I didn’t 
know much about the SBL before I got here but since I’ve been 
here, the last three years and a bit, I’m pleasantly 
surprised…there are some very good things happening here. I 
think we have a good self-image at the moment (#2:2:50:52) 
If you look at other business schools, if I compare that, I think 
we are leaders in terms of the new qualification, the specific 
leadership component of that, and I think we are really leaders 
and…. (#3:2:59:60). 
So, at the moment, I think we have a nice complement of 
academics for the first time. We’ve had a number of vacancies. 
So I think we’re nicely positioned.”  

 
 
 
 
 
 
 
 
 
Retrospective 
reflecting 

If you asked me that a few years ago, I would probably say get 
out while you can but now I would describe it as an exciting 
place to be with a lot of enthusiasm and a lot of newness to 
it… (#1:2:5:6) 
In a way, you have to understand where we come from. Even 
though we part of UNISA, we competed with residential 
business schools and we competed with them using their 
business model…the understanding is but we cannot really do 
that, that’s very restrictive. (#4:2:81:83) 
It is an evolutionary process. But the one thing I can tell you 
about the SBL is that, when the time when I started here at 
SBL, it was rock bottom. It was almost down to the bone. So 
the good thing is that it couldn’t get any worse. It can only get 
better from there and we are now on that path 
(#5:4:1423:1426) 
At the moment, luckily, there is a positive vibe. If you’d asked 
me two years ago, I’m not so sure whether I’d have said that. 
(#6:2:116:117). 
It’s only probably in the last three years where we are 
beginning to see some form of stability at that level with clear 
visions coming through, with collective efforts in coming up 
with strategies that will more or less support the attainment or 
achievement of those visions… (#6:2:104:107) 

Positive 
prospective 
outlook  

…I think, as we go along, we will reach maturity and it will 
happen. (#3:2:62:62) 
So I think there’s more of an understanding that we have to 
find our own niche in the market and so on and I think that’s 
becoming clearer as we go on. (#4:2:85:86)  
I think the SBL is in upward trend. (#6:2:154:154). 
…I think we still a bit in flux and I think we’re still trying to find 
that equilibrium but it’s already a lot better than what it used to 
be, I would say two years ago. (#4:2:68:69) 
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In terms of the present situation at the time, participants expressed feelings of excitement 

and enthusiasm. This was expressed in a somewhat tentative manner, and when I probed 

the participants further, they reflected a lot on the past historical context and what the 

organisation went through, comparing it to the current situation and where they are now. 

Participants spoke about the high management turnover in the years prior to the 

curriculum and module development process, resulting in high levels of instability affecting 

the overall culture. While there were negative perceptions regarding the past situation, 

participants had positive prospective claims about where the company was going. 

Participants described the company as going through “some form of transformation” 

(#6:2:98:98), or a company “in flux” (#4:2:68:69) and “in transition” (#6:2:114:114).  

 

There were both implicit and explicit references to the emerging identity of the 

organisation, with a number of variations on the statement, “the identity was not clear, but 

was taking shape into a more preferred identity”.  

 
…I think, at the moment, we are at the point where these forces are coming together, trying 

to create uniformity or homogeny of understanding of “who we are”. “Now there is a positive 

vibe, there is a belief that we are beginning to see the emergence of the identity that we are 

looking for… (#6:2:116:118). 

 
…I think everybody is now more clear in terms of where we are heading….there’s a lot 

more certainty, there’s  lot more happiness in terms of where the SBL is heading… 

(#5:2:92:95). 

 

Data saturation for the emerging identity theme was reached fairly early in the interview 

data, and it was clearly central to what the participants of the organisation experienced 

within the evolving organisational context. It is noteworthy to mention that participants did 

not describe the organisation by referring to specific identity labels, rather they viewed 

their identity as constantly in flux, as opposed to a static position.  
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 6.6.1.1 Concluding discussion and theoretical grounding for aggregate theme 1: 

emerging identity 

 

A key observation was the fluid nature of the identity participants were referring to, and 

their descriptions of the constantly evolving context. These narratives reflected a 

constantly changing environment as opposed to a static position. Participants made sense 

of their situation, both prospectively and retrospectively when responding to the process 

they were going through. The prospective and retrospective claims by participants, 

revealed the malleable and dynamic nature of identity over time (Schultz& Hernes, 2013). 

Similar to Gioia and Thomas (1996), the findings show how identity dynamics changed 

rapidly in response to environmental changes brought on by the strategic change process.   

 

The study further demonstrates how legitimacy is constructed through forms of identity 

work. The prevalence of an “emerging identity” was central to what the participants of the 

organization experienced within an evolving context. This emerging identity reflected a 

transitional identity central to the process of advancing a major change process and 

thereby legitimizing certain processes and practices. 

 

6.6.2 Theme 2: Enabling and hindering factors 

 

Mentioned already in the preview of the emergent model, an early insight was gained into 

the enabling factors and hindering factors, and these continued to be evident throughout 

the process. This section first describes the hindering factors and then proceeds with a 

detailed account of the enabling factors. Table 25 provides the first-level codes, second-

level categories, and the key themes that emerged from the code weaving stage of the 

analysis.   
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Table 25: Data structure for theme: enabling and hindering factors 

2nd level category 1st level codes Code weaving 

Enabling factors 

Accreditation process 
initiated change 

Aggregate themes 

Good leadership by 
academic director 

Phronetic 
leadership 

 
 
 
 
 
 
 
 
 
 
Tacit knowledge 
sharing: mapping 
practices 

Informal leaders 
initiating change  
Clear direction and 
focus 
Positive team approach 
– brought people 
together 

Communities of 
practice 

Colleagues learnt from 
each other 
Assistance from 
external specialists 
Approach based on 
competence not 
hierarchy 
Creating a framework 

Conceptualisation 
and integration of 
knowledge 

Informal discussions to 
get buy-in and testing 
ideas with colleagues 
Learning from each 
other 
Researching and 
reading 
Meetings to structure 
the MBL 

Objective knowledge 
sharing: map-making 
and map-using 
practices 

Managing the process 
through a team 
approach 
Workshops 
Information resources 

Hindering factors 

Initial inertia 

 

High workload 
Silo effect 
Bureaucracy 
Lack of time 
Lack of buy-in due to 
turf wars 

 

 6.6.2.1 Hindering factors 

 

Expectedly, through processes of change, some level of resistance and tensions were part 

of the process. Resistance and tensions were especially evident in the beginning phases 
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of the change process. I did not find the need to code the themes associated with the 

hindering factor further, and first-level codes were used as the final codes. Table 26 lists 

the first level codes, second-level category, and representative in vivo quotes for the 

hindering factors.  

 
Table 26: Hindering factors 

2nd level category 
1st level 
codes 

Representative in vivo quotes 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Hindering factors 

Initial inertia 

So at the beginning, that was a difficult challenge to 
sell the part. It was quite tough. So certain decisions 
had to be made to push the process forward. I think 
that inertia may have cost us time, might have cost us 
the ability to articulate the differences between the 
programmes very well. (#6:3:198:202) 
I had huge reservations…how can I put it? I did the 
four-year MBL and, when I started here, it was a 
three-year MBL, which we now had to transform into a 
two-year MBL.. (#8:3:223:223) 
There was a lot of concerns from academics about 
what this new programme is going to be. 
(#7:3:360:361) 

High workload 

The whole module development, it had to compete for 
people’s time and that deterred from the effort. It 
would have been ideal to have people just focus on 
module development but, also, that’s unrealistic. 
(#8:3:228:230) 
I think the workloads here are problematic. The 
expectations are a bit heavy for some people. 
(#2:3:670:671) 
So yes, there was a, definitely, increase in terms of 
workload. At the time, when this thing was still in the 
planning phases. There was definitely a lot of anxiety 
and concern because, at that stage, the SBL was not 
fully staffed in terms of their academic component. 
(#5:3:832:834) 
I think most of the resistance was probably to do with 
workload allocation (#4:3:295:295).  

Silo effect 

Everybody specializes and we don’t ever get together 
and make sure that, if you put everything together, it 
is actually great and I think that’s what, to me, 
absolutely stands out in this event. (#1:3:891:893) 
But that’s what I missed because everybody was 
sitting on their own forms three... (#3:3:55:56) 

Bureaucracy 

the SBL should become more of an organisation that 
is responsive to change and I know that is a challenge 
because of the huge bureaucracy that comes with 
being part of an institution like UNISA. It’s not really 
that agile. The decision-making within the business 
school, it’s very centralised. The sooner we get 
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autonomy, the sooner the SBL will move forward. 
(#8:3:221:224) 
I think the business school, and even UNISA, is very 
risk averse and I think, as a business school, we 
actually should be setting the trends because we’ve 
always been in open distance and distance learning. 
(#5, 2:231:233) 

Lack of time 

I think the timeframes as well put people off, people 
felt overwhelmed. How much time do we have to do 
this in? (#2:3:252:253) 
Unfortunately, I think, due to time pressures, the 
curriculum design people, the people that was 
supposed to assist us with technology and to make it 
really very nice, we missed out. (#3:3:67:69) 
We were really pressed for time. I think, in terms of 
milestones, we barely made milestones. 
(#6:3:856:857) 
What I least liked? I think what stands out was the 
time pressure. We did not have enough time as far as 
calendar days are concerned. Then, within the days, 
we didn’t have enough days. (#8:3:1082:1083) 

Lack of buy-in 
due to turf 
wars 

 So there was some sense of resistance that, no, I 
want these modules there, not because those 
modules speak to the product outcome or to the 
product objective but because I feel, that, if they 
moved away from MBL to MBA, I’m going to lose 
touch with the stakeholder that I service… 
(#6:3:160:163) 

 

Resistance to change was attributed to initial inertia experienced due to fear of the 

unknown. One participant described the beginning of the process as “very, very painful” 

and “fraught with a lot of suspicion” (#6:3:174:174), and further shared: 

 
I think what I disliked was the pessimism that, at times, came through from ourselves 

regarding the process and I did indicate to you why that, normally, that inertia, fear of the 

unknown, and defence of the territory. So, in hindsight, I think I really disliked that part and I 

also contributed in my own way in terms of putting in bottlenecks… (#6:3:1057:1060). 

 

Some participants attributed resistance towards the process due to the high workloads of 

faculty staff members and described how they had to balance various facets of their work 

life during this time: 

 
...the most difficult thing was not having time. And I’m not saying that I don’t have time at all 

but it’s just that there are so many different things taking up your time in terms of meetings 



222 

 

and you just have these weeks where there are meetings every single day and you don’t 

get to do the work that you wanna do and I would have liked to be in a position where I 

could take a week at a time and say this week I’m gonna do the current study unit and I just 

never had the opportunity, it just never worked out quite like that (#4:3:983:989). 

 
So the academics now not only had to do their existing tuition and learning but they also 

had to perform administrative tasks and then they also had to perform development in 

terms of the new MBL…So the challenge in terms of resources was that there was a 

definite, definite increase in the workload. I personally suffered because I could not focus 

on my doctoral studies for the past three years. And that is the fact (#5:3:843:847). 

 

One participant described how some faculty staff members initially “felt very threatened” 

(#2:3:251:251) by the change process for various reasons: 

 
…felt very threatened but it because a lot of people are happy in their comfort zones, they 

don’t want disruption, and I’m doing it this way, I’ve done it this way for forty years 

(#2:3:251:252). 

 

We are all human beings. Unfortunately, more often, when change comes, we tend to be 

territorial, we tend to lean towards defending your own space, ensuring that it remains 

visible, it remains relevant, at times to the detriment of the achieving of the broader product 

and organisational goals. That was my feeling when the two processes began 

(#6:3:151:154). 

 

Various references were made with regards to the silo effect and how faculty staff 

members were accustomed to working in these silos: 

 
…I think, because we tend, in an academic environment, to sit so and work on our own, at 

our own office, on my own topic and on my own subject…(#1:3:881:884). 

 

…Because you see a lot of that also reflected in the executive orientations at work where 

people manage functions in silos but they’re supposed to be part of the same 

organisation… (#6:3:589:590). 
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One participant reflected on the negative experience of working in silos within his section 

but explained how the change process changed this: 

 
…And the sad thing is I’m in my own marketing silo and another lecturer that’s in marketing 

is in his or her own marketing silo. So everybody specialises and we don’t ever get together 

and make sure that, if you put everything together, it is actually great and I think that’s what, 

to me, absolutely stands out in this event. (#1:3:890:892)…the fact that we worked in a 

team. I just liked that. (#1:3:881:881). 

 

As the interview progressed, participants shared details of how they fitted in the day-to-day 

activities associated with the curriculum and module development. One participant 

mentioned how the first step of the process was “to break those silos that we have put 

around ourselves” (#6:3:591:591). During these discussions, participants often referred to 

the team approach and how it was a catalyst in breaking these silos. This was an early 

glimpse of how the change event itself, was a catalyst for enabling certain aspects of the 

process, such as teamwork and an enabling environment where individuals learn from one 

another.  

 

As these discussions developed, and I probed further, certain aspects started to emerge 

that were key enablers of the process and were eventually categorized as “enabling 

factors”. The next section discusses the codes and in vivo quotes associated with these 

enabling factors.  

 

 6.6.2.2 Enabling factors 

 

Four key themes emerged from participants’ experiences that I observed as key enablers 

of the process. Firstly, the change event itself forced faculty staff members to reflect and 

relook at what they were offering. Secondly, phronetic actions by both formal and informal 

leadership were evident throughout the process and were eventually categorized as 

“phronetic leadership”. Thirdly, the overall dynamics of faculty staff members and how they 

interrelated with one another made for a type of “community of practice (CoP)”, which 

provided for a shared context. Lastly, the practice of conceptualising and integration of 

knowledge was a key part of the process. Three of the four themes further merged into an 
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aggregate dimension, categorized as “tacit knowledge sharing (mapping practices)” in the 

code weaving stage of the data analysis. The change event itself, considered as part of 

the first-level codes did not merge into an aggregate dimension with other themes. Since 

the change process was the unit of analysis, it was perhaps obvious that the event itself 

was required for any changes to take place.   

 

 6.6.2.3 The change event 

 

Early on in discussions, I observed that there was overall acceptance by participants that 

the change was needed. As discussions developed and I probed further, participants 

shared positive effects of the change process on various aspects, such as the way they 

looked at the whole product (the newly developed MBL degree), and how they interacted 

with their colleagues.  

 

Despite the deliberate planned nature of the change process, participants shared how the 

process triggered them to acknowledge certain aspects of their work that they wouldn’t 

have acknowledged had the change process not taken place. The process also advanced 

certain ways of thinking and adjustment amongst participants.  

 

Various participants shared how the process brought people together and triggered 

individuals to acknowledge that they were part of a larger community. The change process 

provided for an opportunity to self-reflect and to be honest about what the business school 

was offering. 

 
First and foremost, the accreditation process itself forced us to look each other in the eye 

and, in a manner, realise that, when we look at programmes, the student walk is not about 

the academic content, it’s about the experience. So it forced us to accept that part and, in a 

way, pushed us together (#6:2:134:138). 

 

I think we pulled together, we complemented each other, and, as I said earlier, we got rid 

of each other’s fears at the same time (#1:885:886). 
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One participant explained how the change event provided an “opportunity to understand 

the product” (#6:3:1025:1025): 

  
When you go out there and speak about the qualification, all of us now have a homogenous 

knowledge and understanding of what it is (#6:3:1025:1027). 

 

The same participant indicated that “as a collective, first and foremost, they brought us 

together, which was not there before” (#6:3:1029:1029). The change event itself was a 

catalyst in creating teams and promoted a type of teamwork that did not exist prior to the 

change process. The same sentiment was expressed by a number of participants: 

 
And it was nice to see the skills my other colleagues have because you miss that, you don’t 

ever…never, ever have any other opportunity really…So, for me, that was something that 

really stands out (#1:3:886:888). 

 

The value of this whole change event, I think, was in that it sucked in the participants to 

take ownership. So the change, although there were some negative experiences around it, 

is that you didn’t have a choice but to get involved, it’s part of your job to change. I think its 

part of your job to get involved. So it actually created teams where they did not exist. That’s 

the positive thing (#8:4:1786:1792). 

 

Elements of a learning-through-doing process emerged as participants spoke about how 

the process itself initiated learning. One participant referred to “hands on learning” 

(#8:4:1792) as a very positive experience that came out of the process. This type of 

learning was not a predetermined activity, but rather one that evolved over time and was a 

by-product of going through the change process.  

 

There was a sense that participants seemed almost surprised that the team approach 

worked so well and expressed relief that this forced them out of the silo effect. 

 
And, on a personal level, it was a hell of a learning experience (#8:4:1792:1792). 
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And, even for me, it was a learning experience even to understand the other discipline and 

how it intercepts and intersects with my discipline. Where do we complement each other? 

Where do we clash (#6:3:587:600)? 

 

One participant highlighted the value of going through such a change process: 
 

That was the only time that I got to understand what others do and you may be surprised. I 

think, more or less, we undervalue what others do and overvalue what we do during that 

team part and then, when you bring everything to the table, you really realise that, for the 

student who is doing subject-driven modules, how it should be because I come in and I say 

my piece and go, someone else comes in and says their piece and go, but these two are 

not integrated in any way, are not consistent in any way, are not aligned in any way. So that 

was the value that I took and I think, in future, that’s the kind of spirit that I’ll be adopting 

moving forward (#6:3:587:600). 

 

When speaking about the different roles people played during the process, it became 

evident that the change process allowed certain leadership roles to emerge, which played 

an important part in advancing certain aspects of the process. Here the first glimpse of 

phronetic action emerged as a key enabler.  

 

 6.6.2.4 Tacit knowledge sharing practices 

 

As mentioned in the previous section, three of the four themes associated with enabling 

factors further merged into an aggregate dimension, categorized as “tacit knowledge 

sharing (mapping practices)”. The raw data and representative in vivo quotes for 

“phronetic leadership”, “communities of practice” and the “conceptualizing and integration 

of knowledge” are presented in the sections that follow.  

 

 6.6.2.5 Phronetic leadership 

 

This first glimpse of “phronetic leadership” emerged when participants described the way 

in which certain individuals assisted in driving the process. Within the context of the 

current study, phronetic actions were displayed by both formal and informal leaders. 
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Nonaka and Toyama (2007) define phronetic leadership as a type of distributed 

leadership, where the leader is determined by the context and not by a title or position 

within an organisation. Table 27 presents the in vivo quotes describing the theme 

“phronetic leadership.” 

 
Table 27: Representative in vivo quotes: phronetic leadership 

Phronetic leadership 

…in my mind, a colleague like Jack, for instance, that…he just 
thought differently about the whole…what the new MBL should 
look like and …(#1:1:5:8) 
An example, last week, on Friday, myself, the academic director 
and the executive education director, we had a three-hour long 
meeting with National Treasury talking about things that are 
going to have national significance and placing the SBL at the 
heart of the discussion. So that’s what the SBL bring out to me, 
providing that platform and opportunity to be in a position of 
influence and influencing a significant element like a national 
discourse and as an academic having the executive support that I 
received in that instance speaks to that common understanding 
of who we are and what we need to do to influence the places 
that we impact.(#6:2:147:153) 
For instance, one of the module leaders was only a senior 
lecturer and the other people were professors but the module 
leader had the subject matter knowledge, he was the subject 
matter expert, and, instead of looking at hierarchy, they looked at 
knowledge and that worked well.(#8:3:391:394) 

 

In terms of formal leadership, many participants associated the positive vision with the 

newly appointed academic director at the time.  

 
…the most important thing as far as I’m concerned for this that made this successful was 

the fact that we’ve got a very good academic director and she was able to drive this and 

lead this (#2:3:791:792). 

 

One participant described the leadership as: 
 

…not leadership that pushed the development, it was leadership that allowed it to evolve 

and develop it the way it has….in almost softly but insistently pushed this into something 

that is probably quite great today… (#1:2:17:21). 
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Another participant referred to the stability at management level with clear visions starting 

to form, and emphasized that at the same time, there were collective efforts by various 

individuals, in coming up with strategies in line with the vision.  

 
It’s only probably in the last three years where we are beginning to see some form of 

stability at that level with clear visions coming through, with collective effort in coming up 

with strategies that will more or less support the attainment or achievement of those 

visions, and what that tells to the individual staff members in their own specific 

responsibility area in terms of complementing the current leadership and also 

communicating to all other stakeholders in whatever spheres we have out there 

(#8:2:104:109). 

 

An interesting insight was the display of phronetic action by a number of participants within 

the faculty staff complement. Despite not being in a formal leadership role, these 

participants initiated change and action and provided the necessary direction and 

guidance to advance the change process. One participant expressed how it was the 

collective abilities of these informal leaders that kept the momentum going: 

 
And, again, I think it was because of, probably, at the time, a group of informal leaders, if I 

want to call it that, that were not formally appointed to do this but thought it is important 

enough to spend time on this and so on that moved the whole….that kept the momentum 

(#1:2:27:29). 

 

But, as I said just now, I personally look at them as the leaders in this specific event and, 

whether they are formal or informal, it didn’t really matter to me. For me, it was just people 

that were excited enough to make sure that the momentum is kept and so on (#1:2:33:35). 

 

One academic staff member, mentioned numerous times by participants, played an 

important sensegiving role in various aspects of the process. Firstly, this academic staff 

member played an important mediatory role, trying to ease tensions between the 

academics and their divisional lines or "turfs".  

 
…and you must remember, when I said just now when everybody wanted to protect their 

turf, Jack was instrumental in saying, yes, we hear what you’re saying but….so he was 
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counter-arguing all the time and slowly and surely trying to bring in a certain way of thinking 

about the MBL…(#1:1:5:8). 

 

Various participants also emphasized the influence this academic had on aspects such as 

integration and his contribution to the conceptualising process.  
 

…And I think, for the MBL, for some part, Jack took the lead to see if he can’t do some kind 

of integration (#5:3:47:48). 

 
There was a lot of concerns from academics about what this new programme is going to 

be….and I think Jack just came into this process at the SBL when these things was taking 

place, so they gave him this task, and I think he did a wonderful job of sitting back and 

putting some time into this thinking, otherwise, we wouldn’t have been here without that 

(#7:3:360:364.) 

 

Outside of the academic staff complement, the quality assurance and design officer that 

assisted in terms of curriculum development, was seen as an important driver in terms of 

the forms that needed to be completed and integrated into the process. While she was 

seen more as an informal leader, participants mentioned that she played a key role in the 

whole process. Participants looked to her for direction and guidance in terms of aligning 

the forms to policy and understanding the frameworks and templates. 

 
And the other resources that we had was somebody that is a curriculum developer, and she 

was a great help in helping us in developing forms and making sure that we have it all, to 

say these forms, if you fill them in, it will naturally progress you to complete this and so on, 

so I think that was done well. She was one of those people that I mentioned earlier that was 

part of the informal team that just thought it is important enough to make sure that this 

thing…we don’t drop the ball on this and she really made sure that she stays on top of 

pushing it through the UNISA system (#1:3:777:785). 

 

If Mary was not around, we might probably have been over-teaching and over-assessing 

and not limiting ourselves to the twelve-credit part (#8:3:533:535). 
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It was so well structured by Mary, you can just follow her template and everything. 

Everything in the policy was addressed (#3:3:533:534). 

 

…for me, the structure coming through the forms, the workshops, and Mary’s feedback 

sessions during the academic meeting, those three, in a way, created the impetus and the 

effort for us to allow for us to remain on course and to provide a quality product at the end 

(#6:4:188:191). 

The discussion above shows the collective abilities and phronetic actions provided by 

various individuals. These individuals had an ability to create a shared context that 

enabled the change event to progress and be perceived as an overall success. 

Participants reflected that this approach worked well. 

 

6.6.3 Concluding discussion and theoretical grounding for the aggregate theme: 

phronetic leadership 

 

The findings discussed above shed light on how various phronetic leadership roles 

emerged during the process and how phronetic action within these roles played an 

important role in advancing the process. These leaders were able to create a “shared 

sense and context” and involved both day-to-day micro level practices as well as a macro-

level understanding of the common good of the whole organisation (Hamaya & Ova, 

2013:403). The phronetic actions created joint understandings during a time characterized 

by high levels of anxiety and ambiguity. Capabilities evident in a phronetic leader include 

the ability to make a good judgment and grasp the essence of a particular situation; and 

the ability to reconstruct the particulars of a situation into universal narratives, language, or 

concepts (Hamaya & Oya, 2013:403). These capabilities were evident in these academic 

staff members and they played important sensegiving roles within the process.  

 

The findings showed how the phronetic actions of these staff members legitimized certain 

processes and practices in order to advance the change process through processes of 

social negotiation involving multiple participants. Thus, in line with Suddaby’s et al. (2017) 

description of legitimacy-as-process, as the findings show that legitimacy involves an 

ongoing process of social negotiation rather than an outcome of institutional pressures 

such as isomorphism.  These phronetic leaders demonstrated a high degree of agency  
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and consequently the process of legitimation was a product of a series of interactions of 

these actors who demonstrated this agency (Suddaby et al; 2017). Furthermore, in line 

with Suddaby’s et al. (2017) description of legitimacy-as-process, the study showed how a 

range of actors were involved “in the process of meaning making” (Nielsen & Rao, 

1987:523), and ultimately in the process of legitimation. Legitimacy is therefore reached 

through a collective process and involves the everyday creation and maintenance of 

meaning accomplishment through constant interaction and social involvement (Berger & 

Luckmann, 1966). 

 

 6.6.3.1 Communities of practice (CoP) 

 

This theme became one of the key outcomes of the study as I observed interactions and 

dynamics between participants and their reflections of how they interpreted the team 

approach. The team within each section typically consisted of an academic area 

coordinator and coordination between subject specialists, module leaders, and technical 

support and industry advisors (as described in Chapter 4). 

 

After extensive engagement with the literature, I came to the conclusion that  the dynamics 

and the interactions of the group of participants showed characteristics in line with what is 

considered as a type of “community of practice”7 namely: (1) the evidence of collective 

learning; (2) the supportive role of management in providing an enabling environment; (3) 

a common purpose and shared interest amongst members; and (4) the emergence of 

leadership and phronetic action (Brown & Duguid, 1991; Li, Grimshaw, Nielsen, Judd, 

Coyte & Graham, 2009; Kerno & Mace, 2010). Table 28 presents the in vivo quotes 

describing the theme “communities of practice (CoP).” 

 

                                            
7 Wenger (1991) originally referred to the term “communities of practice”. A CoP is defined as “a group of 
people who learn and acquire skills through mutual engagement within a framework of participants, thus 
creating a common repertoire in an indigenous or natural environment.” (Lave & Wenger, 1991).  A CoP 
often cross organisationally imposed boundaries of departments and divisions and even include participants 
from outside an organisation (Gilley & Kerno, 2010: 50).  
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Table 28: Representative in vivo quotes: Communities of Practice (CoP) 

Communities 
of Practice 

There was some other people looking at policy assurance assisting us in terms of 
that for instance, for me, I didn’t know these level indicators and all of that and, to 
pitch it from an eight to a nine, that’s very important. So those people came along 
and I think I’ve learned a lot from them and I think my colleagues as well. So the 
team approach is a must. (#3:3:63:67) 

…more informal meetings where I went with a couple of colleagues, just sit and say 
this is the model that I’m proposing, this is how it works, do you think it’s sufficient for 
what we’re trying to do? Get their inputs on that and so on. (# 4:4:127:130) 
My impression, at the time, was that my colleagues had the required skills but, all 
along the development of those study units and the modules, we also involved the 
people in the…like QA, for example, in the curriculum development and quality 
assurance. (#5:3:693:695). 
There were some where we had to really go and source specialists out there to 
come and sit and help with the day-to-day push of the module design and then the 
teams would meet and do a high level thinking that things have been done very well. 
(# 7:3:852:854). 

An early insight into this theme came when participants described the dynamics within the 

group.  

 
The philosophical approach to the teamwork was one based on competence, not on 

hierarchy. And you have to have the right team to take the lead from somebody based not 

on his position in the organisation but on his skills and competence and we had that and 

that worked very well and I think that drove the success of the module development 

(#8:3:391:397). 

 

In further describing the dynamics of the group, this participant went on to mention, “He 

had to boss his bosses around, but it worked very well” (#8:3:399:399). Notably, within the 

specific business school context of the current study, faculty staff members typically had 

industry experience and associated expertise related to the experience they had gained. 

Thus, mutual respect amongst faculty staff members is often associated with other 

credentials outside of academic rank. 

 

Within the larger circles of interaction (during workshops and ad hoc discussions with 

colleagues), it was clear that the environment that was created provided a place for 

collective learning to take place. I observed that learning took place through various 

avenues, including learning from team members (regardless of academic rank), from 

experts, and the process itself, which provided for a rich learning opportunity. 
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I learnt a lot from the senior people, I learnt a lot from more junior people that were 

knowledgeable in areas that I’m not knowledgeable in, and I learnt a lot about module 

development per se (#8:3:391:393). 

 

One participant specifically referred to the institutional knowledge of senior members and 

how this knowledge assisted in a shared learning experience.  

 
…it was the institutional knowledge that resided in the colleagues, the senior people 

(#8:4:209:209). 

 

The theme of iterative action emerged through these discussions as this participant 

mentioned how these senior members had been involved in similar processes numerous 

times:  

 
…We tapped into that heavily because they had done this previously numerous times, they 

knew how things fitted together, and we basically had those people as libraries… (# 

8:4:209:212). 

 

Another aspect mentioned was how participants relied on the expertise of others, 

especially when interacting with cross-functional teams such as the curriculum 

development team or the quality assurance and design officer. There was, therefore, a 

common purpose and shared interest between members, as expressed in the following in 

vivo quotes: 

 
I was thrown in the deep end and, luckily, there’s a lot of people here that’s experts, like QA 

and them. I asked them a lot and they always helped me (#3:3:673:674). 

 

So I’ve also employed some external people to assist, to give their opinions, and to review 

some of the work (#2:3:80:81). 

 

So we had two layers of team. The one for segmenting and segregating the content and the 

second layer is to now liaise with your industry experts and your content moderator and so 

forth in terms of what to include, how to include it, and how to communicate, and how to 

access (#6:3:574:577). 
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A notable part of the change process was how some participants expressed initial tensions 

with this team approach, but over time, the dynamics changed into a positive experience 

and outcome. During this conversation, I observed again how participants often spoke 

about an evolving context.  

 
So I think, at least, there, even though initially the body language was non-team orientated, 

if I can put it that way, the work began to unfold. As it unfolded, obviously, with the interface 

ability of our moderation team from DPA, the comments, which were very hard and hard 

hitting on the benefit of the students, made most of us realise that we might need to 

approach this from a team point of view… we might need to leverage the strengths that we 

have. Others are subject matter experts, others are communicators, others are teachers, 

we need to bring that narrative into the table to make sure that what comes out is 

something that is appealing and can be handled by the students (#3:3:167:174). 

 

There were some uncomfortable discussion with curriculum development and some heated 

words were exchanged and you can understand as academics, like I said at the beginning, 

we tend to be territorial. So someone has to take us out of our comfort zone and make us 

understand that we are providing a service… (#6:3:543:547). 

 

One participant explained how the team approach was an important catalyst in breaking 

down “silos that we have put around ourselves” (#6:3:591:592) and creating a learning 

environment. The team approach enabled a sense of community, providing for a shared 

context and a comfortable environment: 

 
I realise the value of a team approach. I think a team approach just gives you that much 

more comfort in what you’re doing. So, even though I sent it out to colleagues, I know 

they’re pressed for time…but I realise the value of having their input (#6:3:682:685). 

 

…and I’m probably going to say something that sounds funny the way I’m saying it but I 

think the team was…all of us were equally insecure but, by talking about this is what we 

going to do and this is your role, this is your role, this is your role, I think we started to 

become a bit more confident and so on (#1:3:662:664). 
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There was an outlier, in terms of one participant who did not associate the team approach 

as an enabling factor. When probed further, the participant indicated that this process 

should not be “imposed” (#2:3:441:442) on academics, rather, it should be voluntary. 

When I probed further to understand his experience, it became evident that there was no 

collective identity as he referred to a specific team member within the group and how they 

did not have a joint understanding of how to approach the module development process. 

This participant also perceived this approach as more of a formalized team imposed on 

them, whereas the other participants experienced a transition from a team to a community 

of practice where a coalition of identities were present, as they saw each other as allies as 

opposed to forced participants.  

 

At this point I was reminded of participants #8's comment “you have to have the right team 

to take the lead from somebody based not on his position in the organisation but on his 

skills and competence and we had that and that worked very well and I think that drove the 

success of the module development” (#8:3:391:397). It seemed the dynamics of 

participant 2’s group was vastly different when compared to the other teams. This 

participant did, however, acknowledge the importance of integration: 
 

For instance, there’s this critical cross-functional areas where we’ve identified things like 

ethics, corporate governance, innovation…and those are golden threads that must run 

through all the modules. That was the whole idea. It didn’t happen. And, perhaps late on, 

we can get that. But that’s what I missed because everybody was sitting on their own form 

three without looking at others (# 3:3:52:55). 

 

Most participants indicated the need for more specialist knowledge in terms of instructional 

design and educational technologists: 
 

So I think, from a subject knowledge perspective, I have those skills. I don’t think it’s fair to 

expect every academic to also be an instructional designer and an educational technologist 

but I think those were skills that I missed in the process that would really have helped me to 

just present the content in a way that’s perhaps optimal (#4:3:685:691). 
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But that’s one area where I felt, as academics, where we are weak, on the design side and 

then on the communications side of things. And then, outside the design part, on the 

delivery side, I think we also need a lot of help on how to use multimedia components to 

enhance the student experience (#6:3:730:733). 

 

….module development extends far beyond just subject matter knowledge. It’s like I said, 

the whole process of learning, understanding the steps of learning and preparing for 

learning as well as how you present the material, and that has nothing to do with subject 

matter expertise. You need somebody that’s trained and competent in education and you 

need somebody that is competent in technology to develop that but we don’t have that. And 

that was a glaring gap (#8:3:870:875). 

 

Given that faculty staff members within business schools typically have industry 

experience (as explained earlier), as opposed to educational qualifications and expertise 

linked to teaching or learning pedagogy, it is expected that they would express a need for 

training in aspects pertaining to educational and learning design.  

 

The last characteristic of the CoP theme overlaps with the theme of phronetic leadership 

as phronetic action played an important role within the dynamics of the team. As 

expressed in various of the in vivo quotes mentioned above, participants looked up to 

various individuals, not because of their position but rather because of their skills and 

competency. 

 

6.6.4 Concluding discussion and theoretical grounding for the aggregate theme: 

Community of practice (CoP) 

 

Based on the above descriptions, I came to several conclusions. Firstly, I observed how a 

community of practice allowed for a coalition of identities to come together. At times, there 

were several different identities and thoughts amongst individuals concerning the process; 

however, they were able to progress towards a shared context and joint understanding of 

what was required. This approach seemed to work well in creating a shared context and 

meaning amongst individuals. Oliver (2015) argues that while individual identities are 

constructed through processes of “identity work”, identity also clearly influences and is 
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influenced by groups and collectives. Therefore, the integrative and generative qualities of 

identities appear to travel relatively effortlessly across levels of analysis (Albert, Ashforth & 

Dutton, 2000). This was evident in how the individual identities came together, and in the 

emergence of a community of practice thus emphasizing aspects of organisational identity 

such as the collective identity that was formed. The findings suggest that individuals are 

also part of a broader collective, and in line with Schwalbe and Mason-Schrock (1996) (in 

Oliver, 2015:335), identity work can be part of a larger group process “involving indexes of 

the self that evoke meaning to others”.  

 

Secondly, when a community of practice functioned well, it created a good context “to 

explore radically new insights without becoming fools or stuck in some dead end” 

(Wenger, 1998:214). This was evident when participants mentioned the need for those 

initial uncomfortable discussions to get them out of their comfort zones and being stuck in 

the old ways of doing things. Consequently, the findings showed how legitimation was 

negotiated through highly contested interactions between social actors (Maguire & Hardy, 

2009; Vaara & Tienari, 2008), and how agency played a prominent role in process 

accounts of legitimation. Various social interactions and processes lead to the 

development of this community of practice which paved the way for certain processes and 

practices to be legitimised in order to progress the change event. In the context of the 

current study, initial conflict ended up playing an important role in some situations and was 

necessary to ensure a different approach was legitimised and followed.  

 

Importantly, the study showed how legitimacy is inherently a distributed effort of diverse 

change agents at multiple levels who engage in the day-to-day effort of legitimacy work 

(Johnson et al; 2006; Lawrence, Suddaby & Leca, 2009). This was evident in both the 

phronetic actions of some individuals as well as in the emergence of the community of 

practice and coalition of identities that legitimized certain practices and processes. The 

findings confirm that the social conditions of legitimacy are constantly open to negotiation, 

and therefore, similar to how identity was viewed as being in flux, the process of 

legitimation  also seemed to be in a state of flux in certain stages of the change process 

(Suddaby et al; 2017). 
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Lastly, these findings are similar to Lave and Wenger’s notion of situated learning. Lave 

and Wenger’s (1991) proposed the concept of situated learning, where CoPs comprise of 

four components (a) practice; (b) meaning; (c) community and (d) identity. According to 

Lave and Wenger (1991), a CoP consists of a group of people who learn from each other, 

and subsequently acquire skills through mutual engagement within a framework of 

participation and cooperation, incorporating competence within an identity of participants. I 

found that this definition of Lave and Wenger linked well with how I observed the 

communities of practice that emerged through the process. Lastly, I observed how, apart 

from the formal team approach implemented from the onset (described in Chapter 4), the 

notion of a CoP grew organically as the process evolved and was not an approach that 

was implemented at the start of the formal change process. The development of the CoP 

required time and a process involving social interactions to advance and progress.  

 

 6.6.4.1 Conceptualizing and integration of knowledge 

 

A key part of the module development phase was the initial conceptualising of the 

modules, which paved the way for the development of the content and the ability to 

integrate these modules appropriately into the new qualification. In the code weaving stage 

of the analysis, this theme was named “conceptualisation and integration of knowledge” as 

it predominantly required the processing of information, experience and insight, in order to 

gain a holistic understanding of what was needed to successfully develop the modules for 

the qualification. This was achieved through three activities: (1) the creation of the initial 

framework for structuring the MBL curriculum; (2) continuous back and forth reading, 

researching and interacting; and (3) acquiring a joint understanding of how to integrate the 

different modules into the qualification as a whole. Table 29 presents the in vivo quotes 

describing the theme: conceptualization and integration of knowledge.    
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Table 29: Representative in vivo quotes for theme: Accumulation and conceptualisation of 

knowledge 

Conceptualizing and 
integration of knowledge 

I think the most challenging part was the conceptualisation of this 
module. As I say, it’s quite diverse. And, at the end, how to integrate 
it so that it’s not five sections, is to integrate. So I did a lot of reading 
to see whether there are other people linking these things in terms of 
their research. But it took time and it was thinking time, it wasn’t 
physical work. Lots of reading in terms of conceptualisation. (# 
3:3:454:474). 
And that was, essentially, a process of reading, writing, reading, 
writing, rethinking, deleting and so on. (# 4:3:492:493) 
And, from the module point of view, having to start thinking about 
content and assessment criteria became very, very critical…we 
needed to spend so much time thinking about the experience of the 
student and how they will then be able to handle it in such a manner 
they may be completely new to them” (#6:3:532:533) 
“there was a lot of communication back and forth in terms of 
documentation. There was the approach to meeting where the 
module leader would step in and ask what do you think about this or 
what is your feeling on that? And whenever one of our colleagues 
completed their particular section pertaining to a module, it was sent 
out to everybody else who was part of that particular team for 
developing that module so that they could also then critically read it, 
give their inputs. (#5:3:512:516) 

 

The conceptualising process was not a solitary activity, and required inputs from 

colleagues within the team, colleagues from curriculum development and external experts. 

One participant explained that an important part of the process was gaining inputs “from 

the academics within our area who have expertise within their fields” (#5:3:510:511).  

 

The excerpts below provide further accounts of the processes academic staff members 

followed during this phase of the development: 

 
I think, for me, informal discussion, just testing ideas with colleagues. I like to work from 

structures so I would create a structure first and…so I did that for the module that 

essentially encapsulates everything that’s in the module and then I discussed that with 

colleagues, showed it to them, just got a sense of whether they believe that it can work and, 

so, once I had that, it was essentially the job of populating that and breaking it up into 

logical study units, which I did. So I broke it up into logical study units (#4:3:480:484). 

 

And, whenever one of our colleagues completed their particular section pertaining to a 

module, it was sent out to everybody else who was part of that particular team for 
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developing that module so that they could also then critically read it, give their inputs 

(#5:3:514:516).  

 

Participant #5 detailed the process of integrating the different modules: 

 
So that was important because, even within a module and across the various study units, 

those things still had to be integrated and they had to talk to each other so that, for 

example, while I’m delivering…when I had to develop my module, I had to clearly know 

what was going on in the other…or, at least, my study unit, I had to clearly know what was 

going on in those study units that actually precede my study unit and I needed to know 

what was going on in the subsequent study units.  So we were all on the same page even 

though we had to deliver our completed units at different time periods and I would often say 

to my colleagues…I would say to John…I would say to him, listen here, John, I can’t work 

on my module unless I know what you’ve done in your module because mine is innovation, 

I have to bring all that in.  And then I used to say to Peter but I need to know more what 

was your take?  And I used to say to Joseph, once I have your modules, then I will finish 

mine.  So it was that multifunction.  It was very critical in the development of our modules 

(#5:3:518:5290). 
  One participant explained that conceptualising was a challenging part of the process, 

however, it ended up as a valuable learning experience.  

 
“And even for me, it was a learning experience even to understand the other discipline and 

how it intercepts and intersects with my discipline. Where do we complement each other? 

Where do we clash (#6:3:587:589)? 

 

The accounts above highlight the importance of the social processes and interactions 

between academic staff members. These social practices not only played an important 

sensemaking role for academic staff members in acquiring a join understanding of how to 

integrate the different modules into the qualification, it also allowed the participants to 

acquire a holistic view of the qualification. 
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 6.6.4.2 Objective knowledge sharing practices 

 

Objective knowledge sharing practices took place in the form of workshops, meetings, 

templates, frameworks, and policies guiding the developmental process.  

 

The academic staff members relied heavily on the quality assurance and design officer as 

she played an important sensegiving and sensemaking role in guiding academic staff 

members through these documents. This process required a lot of back and forth 

communication and interactions at various points in the process.  

 

With reference to the policies, some participants referred to them in a somewhat blasé 

tone:  

 
I must say, about policies, I don’t know too much about that. I’m not very good at that. So, if 

I did something that went over some kind of policy, I wouldn’t even know about that unless 

it was something terrible and somebody warned me against that (#1:4:14:17). 

 

And then the policies. As I say, it was so well-structured by Mary, you can just follow her 

template and everything. Everything in the policy was addressed (#3:4:80:82). 

 

They are on the intranet and you know they exist but you never go through them and I don’t 

think even, had you gone through them, would you have remembered…So, the exposure to 

those, there’s a lot of learning that takes place (#8:4:205:209). 

 

For other participants the policies were common sense: 

 
The policies, it’s common sense but, when you start doing things, you often forget certain 

things. So all of these templates spoke to the policies. That was very, very good 

(#2:4:63:65). 

 

When describing the process concerning how strategic documents were used, one 

participant first described how, “initially, the conceptualisation in terms of what is our 

existing offering and what is the future of?” (#6:4:132:133) was the first step in the 
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process. Prospective sensemaking was therefore a necessary part of the process early on. 

After the conceptualization process, then the participant referred to the how the strategic 

documents “came to mind” (#5:4:134) and played an important role in providing a 

“compelling rationale for the change” (# 5:4:137). 

  

Another participant mentioned how later in the process the templates “then managed to 

crystalise our thinking and our thoughts” (#6:4:159:160). 

 

An important strategic document that participants referred to was the overview of the 

comparison in terms of the MBA and MBL and how the MBL would be differentiated from 

the old and the new.  

 
So that was a useful document, even though things were very blurred at that stage but, it’s 

fine, we worked off those documents (#5:4:141:142). 

 

In discussions about the templates, known as the Form 1 and Form 3s, it was interesting 

to observe, how some participants had initially experienced tensions and resistance 

towards these forms. One participant experienced initial tensions with the prescriptive style 

of these forms and indicated “personally, I found the completion of these forms really 

irritating but necessary” (#1:4:215). This participant described the evolving context and 

how his perception changed towards these forms upon reflecting at the end of the process:  

 
When I’ve done that, I can see the value of that but, before that, I just saw that this 

huge…admin thing that I must do that must tick the box, just do it, and…but, when it was 

done, I thought it actually makes it so easy to work from this now (#1:4:215:219). 

 

As the process evolved, participants seemed to become more comfortable with these 

forms and realized how necessary they were in the whole process. This gave me an 

insight about the iterative cycles and adjustments required in order to make sense of 

certain aspects of the process. When I probed further, this participant further explained: 

  
Then you could really see actually the flow of the programme and so on because this link to 

that and that links to that and there’s a logical link to it if you…and so on. But, before we got 
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that form thing I thought really? But there’s a lot of positive things to say afterwards about 

these because it was really guiding us and so on.(#1:4:221:224). 

 

Another participant mentioned: 
 

And then, when we then started doing the development, I realised that the learning 

outcomes…and the form threes are very important because of the learning outcomes and 

the assessment criteria because that’s what we put into the study units, So, once I started 

working with it, I realised that it’s not going to be sufficient. So I made a lot of changes to it 

and I will probably have to sort that out somewhere along the way. So I had to make a lot of 

changes to the learning outcomes which have to go back into the form threes to reflect 

more what we ended up doing. It is still developing as we go along (#4:4:265:274). 

 

In terms of the workshops, participants felt they were a needed part of the process and 

played an important role in providing guidance and focus.  

 
I think the workshops were great that we had because it helped us to be informed and to 

guide us, almost, and things like that, and also to focus us on something…(#1:4:21:22). 

 

The workshops also provided a platform for sharing experiences related to the MBA 

development prior to the MBL development. One participant shared how they liked how 

module owners presented their work so they could see what their colleagues were doing, 

and where they are in the process. 

 

One participant indicated that the meetings with the quality assurance and design officer 

were particularly useful in terms of tracking the progress: 
in the academic meeting, I think the feedback sessions from Mary around the progress of 

each module with regards to milestones (#6:4:178:179). 

 

This participant explained how the quality assurance and design officer gave an overview 

in terms of the progress of each module in these meetings: 

 
…it was saying these are the ones that are pushing these are the ones that are not yet 

pushing. So, in a manner, you can now track yourself and track your impact on the project. 
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If you are the least one, you need to pull up your socks otherwise you are now a constraint. 

I think that part was also stressful but it was value adding (#6:4:185:188). 

 

Another participant shared the crucial role the workshops played in the process: 

 
The second part was the workshops, definitely, because if DPA had not come in to, first 

and foremost, dispel fears, but also heighten the need for compliance, we may not have 

achieved what we intended to achieve. So the workshops played a crucial role 

(#6:4:172:174). 

 

In terms of meetings, participants mentioned the difficulty in conducting meetings due to the 

stringent timelines and the busy schedules of academic staff members. Participant 2 

indicated “the only way I could get something really done was to go to the person’s office 

and sit down and say can I please get this (#2:4:49:50)? 

 

 

6.6.5 Concluding discussion and theoretical grounding for aggregate theme: 

objective knowledge sharing practices 

 

The above findings showed a type of “ebb and flow” movement that the participants 

experienced throughout the process. A lot of back and forth interactions were required 

between the documents and the faculty staff members in order to make sense of the 

process. An interesting insight was how some participants used certain strategic 

documents — those that provided an overview, or “bird’s-eye view” of certain aspects of 

the process — as useful reference points in the beginning of the process. However, the 

documents that required nitty-gritty detail, such as the design templates, were often 

referred to later in the process. These documents evolved as the process progressed and 

required actions of adjustment.   

 

6.6.6 Theme 3: Iterative action and adjustment 

 

Participants expressed how the process they went through required a lot of back and forth 

activity and adjustment. This was a recurring theme that weaved through the whole 
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process and was eventually categorized as the stand-alone theme, “iterative action and 

adjustment”. Table 30 presents the in vivo quotes describing the theme “Iterative action 

and adjustment” 

 
Table 30: Representative in vivo quotes for theme: Iterative action and adjustment 

Iterative action and adjustment 

And that was, essentially, a process of reading, 
writing, reading, writing, rethinking, deleting 
and so on.” (#4:3:492:493) 
…there was a lot of communication back and 
forth in terms of documentation. There was 
the…to meeting where the module leader 
would step in and ask what do you think about 
this or what is your feeling on that? And, 
whenever, one of our colleagues completed 
their particular section pertaining to a module, 
it was sent out to everybody else who was part 
of the particular team for developing that 
module do that they could also then critically 
read it, give their inputs.” (#5:3:512:516)  
At times, you would go days and days reading 
a lot of articles, viewing a lot of videos, but 
ultimately, rejecting them thinking that, no, they 
don’t seem to address what I need to convey 
or they are more Eurocentric…I’m looking for 
an Afrocentric component or the content is not 
addressing the context. (#6:3:550:556) 

 

One participant indicated, “it was like a puzzle” (#3:3:459) when describing the process: 

 
So I did a lot of reading to see whether there are other people linking these things in terms 

of their research or whatever. So I did a lot of reading and to provide the developers with 

some kind of framework to say this is actually what we need to look at and they were 

welcome to contribute to that and to add to that. …And what was nice, later on, it was like a 

puzzle. It came together (#3:3:457:459). 

 

As mentioned in the section previewing the emergent model, participants approached this 

process of action and adjustment differently and “fit” it into their daily routines as they went 

along. There was no specific order in how participants approached this iterative action and 

it differed from participant to participant. It was these iterative social processes (Versiani, 

Rezende, Magalgaes & Vaz, 2017) and iterative cycles that helped participants 
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accomplish certain activities and enabled individuals to make sense of the change 

process.  

 

 6.6.6.1 Concluding discussion and theoretical grounding for aggregate theme 3: 

iterative action and adjustment 

 

Based on the above observations of how iterative action and adjustment was a crucial 

component of the sensemaking process, I came to several conclusions. Firstly, the 

constant interplay and actions of adjustment between the objective knowledge sharing 

practices and tacit knowledge sharing practices confirmed that the process of achieving 

legitimacy involved a varied range of processes and activities. The findings confirm that 

legitimacy as a process constituted different configurations of practices and processes 

through which legitimacy was created (Suddaby et al; 2017), revealing the more 

generative and dynamic nature of legitimacy.  

 

Secondly, I observed how much of the strategy-making emerged non-deliberately through 

social practices. These social practices themselves were identity-forming (de la Ville & 

Mounoud, 2015), not in the sense of one static identity — but rather as a coalition of 

identities. De la Ville and Mounoud (2015) consider these as strategy-setting activities. 

Ambulatory action took place within the overall structure and it was a combination of initial 

structure, provided from the onset and actions that evolved and emerged during the 

change process that enabled the change event to evolve and progress. Through this 

ambulatory process of adjustment, it became evident that the process involved an overlap 

between order and disorder (Hernes & Irgens, 2012). The findings showed how there were 

interactions and reciprocal influences between the individual and collective levels of 

analysis. Johnson, Dowd & Ridgeway (2006) contends that although legitimacy is 

mediated by the perceptions and behaviours of individuals, it is fundamentally a collective 

process, and this was evident within the community of practice approach and the back and 

forth interactions between individuals in making sense of the change process.  

 

Lastly, at this point in the analysis, the findings reflected a similar process to Chia and 

Holt’s notion of wayfinding. Chia and Holt (2009:164) refer to the process of wayfinding as 
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the “coming-into-sight” and “passing-out-of-sight” involving a “self-referential process of 

discovery and self-clarification”, and the recurring themes that had emerged at this point, 

reflected such as process.   

 

6.6.7 Strategy as a process of wayfinding  

 

At this point in the analysis, I had spent a prolonged time immersed in the literature and 

the data. My initial static data structure, could now be made into what Gioia et al. 

(2013:22), refer to as a “motion picture” where I could build a dynamic model, grounded in 

the data, and one that captures the informants’ experience in theoretical terms. I made 

“data-to-theory” connections (Gioia et al; 2013: 22) and found that my findings had similar 

characteristics to Chia and Holt’s (2009) view of strategy as a process of wayfinding (Chia 

& Holt, 2009). I further grouped the tacit knowledge sharing and objective knowledge 

sharing into mapping practices and map-making/map-using practices, as seen in Table 31. 

 
Table 31: Mapping and map-making/map using practices 

Tacit knowledge 
sharing practices 

Communities of practice 

Mapping practices 
Phronetic leadership 
The conceptualization and integration 
of knowledge 

Objective knowledge 
sharing practices 

Policies 

Map-making and map-using 
practices 

Frameworks 
Templates 
Instructions 
Meetings 
Timelines 

 

There were three main outcomes of my study that connected to Chia and Holt’s notion of 

wayfinding. Firstly, certain actions emanated from within the constantly evolving 

circumstances (Chia & Holt, 2009:159). These included the tacit knowledge sharing 

practices expressed in the communities of practice approach, phronetic leadership and the 

practice of conceptualizing and integrating knowledge. I observed how the objective 

knowledge sharing practices such as policies, templates, and frameworks were seen as 

rather prescriptive elements of the process, and while they were important aspects of the 

process, participants often made use of these later on in the process. Similar to Chia and 

Holt’s viewing of mapping practices as preceding map-making and map-using, I observed 

how the tacit knowledge sharing practices at times preceded the objective knowledge 
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sharing practices. I observed, that in many points in the journey, a shared context needs to 

be created first before academic staff members turned to more prescriptive approaches.   

 

A second outcome that linked to Chia and Holt’s notion of wayfinding, was prospective 

sensemaking that played a crucial role in the meaning making processes of individuals. 

This was expressed through the emerging identity that was central in participants' journeys 

through the change process. Participants' identities shifted from their self-identity as an 

expert or subject specialist, to a collective identity as a team member, where they 

sometimes acknowledged their own shortcomings. There was also an awareness of their 

institutional identity in terms of how they contribute to the programme and student 

experience as a whole. Chia and Holt (2009:159) refer to wayfinding as strategy-making 

that involves “reaching out into the unknown and developing an incomplete but practically 

sufficient comprehension of the situation in order to cope effectively with it”. The findings 

however did show that retrospective sensemaking also played an important part in the 

process. Here the study differed from Chia and Holt’s view that “prospective rather than 

retrospective sensemaking is involved” (Chia & Holt, 2009:159), when referring to 

wayfinding. Lastly, strategy was continuously clarified through iterative action and 

adjustment. Without these iterative actions and adjustments, much of the sensemaking 

would have been lost. 

 

Lastly, in response to Chia and Holt’s (2009:171) assertion that this “physiological 

becoming and passing away is nested within wider environments of tradition and physical 

things” (Chia & Holt, 2009:171), I went further to visualize the dynamic model within 

Popper’s three world’s theory to visualize this nested system. I discuss how I incorporated 

Popper’s three world’s theory in the section below.  

 

6.6.8 Incorporating Popper’s three world’s 

 

The final step in completing my “motion picture” was to incorporate Popper’s three worlds 

within the emerging model. I incorporated this framework to illustrate the dual role of both 

static and dynamic facets and how they interrelate within a “nested environment”. The 

findings suggest that in order to understand organisations, we need to understand how 
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knowledge is created, shared, maintained, and embedded within both a social and 

physical environment. Colville (2009) maintains that processual understanding is about 

flow, flights, and becoming, but are also brought into being and given shape through 

essential stabilities and moments of pause or rest. This was evident in the tacit knowledge 

sharing practices that emerged during the change event, and the complementary role 

between the tacit and objective knowledge sharing practices (interrelation between World 

2 and World 3). Similar to Popper’s view of data, information and knowledge, the study 

situated tacit knowledge within World 2, known as the knowledge world; and objective 

knowledge within World 3 – also known as the information world (Popper, 1972). World 1 

represents the physical world and Figure 29 below illustrates the interrelation between 

these three worlds, as conceptualized by Popper. 

 

 

 

 

 

 

 

 

 

 

 

The findings of the current study suggest that these three worlds are more embedded 

within each other than presented by Popper’s original conceptualization. In the final 

emerging model, presented in Figure 30, World 2 and World 3 are embedded within World 

1. The arrows pointing downwards illustrate that organisations are constrained by the 

regulations and rules within their specific context. The final emerging model also situates 

these worlds within a dwelling worldview orientation. Lastly, identity and legitimacy are not 

seen as static concepts, but rather referred to as “identity-in-process” and “legitimacy-in-

process” to describe the evolving and fluid nature of these two concepts. Figure 30 

proffers the final process model incorporating Popper’s three worlds as conceptualized 

within the context of the current study. 

World 1: 
Physical 

world 

World 2: 
Knowledge 

world 

World 3: 
Information 

world 

Figure 29: Adapted from Guetat and Dakhli (2010) 
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Mapping 
practices 
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map-

making 
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Templates 
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Dwelling worldview 

World 1 – Change event – Business School context 
(Physical world) 

Identity-in-process 

World 2: Tacit knowledge 
sharing practices 
(Subjective World) 

World 3: Objective 
knowledge sharing practices 

(Objective world) 

Iterative action and 
adjustment 

Figure 30: The proposed emerging model 
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Figure 30 depicts both the static and dynamic facets of a strategic change process, and 

the iterative dynamic between them, consequently the final model reconceptualizes how 

agency, practice and action interrelate within an evolving context. 

 

6.7 CONCLUSION 

Chapter 6 has provided a detailed discussion of the findings of the current research 

concluding with a dynamics process model illustrating how practices and processes 

interconnect and are embedded within a strategic change process. The study went a step 

further by incorporating Popper’s theory worlds theory in the final emerging model and 

illustrating the fluid nature of identity and legitimacy through conceiving them both “as-

process.” 

 

From the results, it was possible to better understand how identity work and legitimacy 

processes were embedded and evolved through daily practices in the form of tacit 

knowledge sharing practices. This took place through phronetic leadership, communities 

of practice, and the conceptualization and integration of knowledge. The study also 

showed that acting strategically is a combination of instinctual, unplanned, emergent 

processes, and deliberate and planned efforts. The final emerging model reconceptualised 

how agency, practice, and action interrelate to develop a more dynamic account of events, 

as opposed to a static description. In line with Chia and Holt, I argue that the notion of 

strategy should be considered more as a process of wayfinding, in contrast to the 

conventional idea of strategy-making as a navigational process. 
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CHAPTER 7: CONCLUSION AND RECOMMENDATIONS 

 

7.1 INTRODUCTION 

 

‘We know as we go, not before we go (ambulatory knowing)…the world is not ready-made 

for life to occupy…It is rather laid out along paths of movement…” Ingold (2000:230) 

 

The previous chapter gave rich interpretations of the data and presented the final process 

model illustrating the central themes that emerged and how they interrelated with one 

another. This chapter builds on the previous chapter and provides an in-depth discussion 

on how the data and the final emerging model answers the study’s overarching question, 

“How do individuals interpret and make sense of a strategic change process, in terms of 

identity and legitimacy dynamics?” 

 

A longitudinal processual-contextual analysis approach (Pettigrew, 1979), in combination 

with a process-practice ontology, was followed in an attempt to open up the ‘black box’ of 

strategic change processes, describing what and how things change over time in context, 

from the perspective of faculty staff members. Through observations, diaries, structured 

interviews, and strategic documentation, the study strived to gather ‘real-time’ data with 

the aim of exploring identity and legitimacy dynamics and the embedded practices and 

processes within an evolving organisational context. A longitudinal approach was a 

necessity in observing how a strategic change process unfolded and evolved over a three-

year time period within a single in-depth case study of a South African Business School. 

Business schools are highly appropriate contexts in terms of identity and legitimacy 

dynamics. The accreditation and development of a new qualification involves both identity 

and legitimacy stakes for a business school, and inevitably are crucial for the success of a 

business. Within the domain of organisational science, both these constructs are of 

interest. Furthermore, no literature specifically addresses the dual role of identity and 

legitimacy dynamics, and the processual nature of these two constructs, within the South 

African Business school context. 
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The study responds to various calls for a more holistic and dynamic approach towards 

assessing and understanding strategic change processes and the complex environments 

in which they operate (Gioia et al; 2012; Langley, et al; 2013; Chia, 2014; Tsoukas, 2017, 

Burgelman et al; 2018). Conceptually, the study presents a dynamic process model that 

reconceptualises how agency, action, and practice interrelate within a broader nested 

system, and provides a combinatory framework through the incorporation of Popper’s 

three world’s theory.  

 

This chapter begins with a brief overview of the key constructs and the rationale for the 

focus on identity, legitimacy, and strategic change processes. Next, I present the concepts 

and relationships that emerged from the study, and further discuss the implications of 

these findings in answering each research question guiding the study (outlined in Chapter 

1). I conclude the chapter with a discussion of the study’s limitations, main contributions 

and the implications for future research. Figure 31 provides  

the diagrammatical depiction of the structure of Chapter 7 within the context of the  

current study. 
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Figure 31: The structure of Chapter 7 (Own compilation)

Chapter 4: The organisational context: The business school sector 
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7.2 IDENTITY AND LEGITIMACY DYNAMICS: A PROCESS AND DWELLING 

WORLDVIEW APPROACH 

As highlighted throughout the thesis’ chapters, the current study departed from other 

studies concerning strategic change processes, as it investigated identity and legitimacy 

dynamics from a combinatory process-practice ontology, through a dwelling worldview 

orientation. The implications of such an approach, means I did not consider identity and 

legitimacy as static features, rather I argue that both identity work and legitimacy 

processes need to be viewed as dynamic and “temporally evolving phenomena” (Langley 

et al; 2013:3). 

 

A practice-process lens was an appropriate approach for several reasons. Firstly, it 

allowed for the focus to be on dynamics and relations as a powerful analytical tool 

(Feldman & Orlikowski, 2011), allowing me to gain an understanding of an evolving 

context within a wider social context. Observing interactions of practice, process, content, 

and context of change jointly over time was necessary in developing a comprehensive 

understanding of the progression of strategic change, taking into account the nuances and 

complexity of such a process. Lastly, it allowed me to explore the intersections between 

practices and processes and enabled me to view strategising as a dynamic process that 

evolves over time (Burgelman et al; 2018: 2).  

 

Viewing both identity and legitimacy as process, is unusual when compared to the 

contemporary debates. While there is a growing interest in the more dynamic and 

processual approaches to strategy research (Burgelman et al; 2018), we still do not 

understand very well how identity work and legitimacy processes are embedded and 

emerge within the daily practices and processes of a strategic change event. Some 

literature has explored the duality role of identity and legitimacy (Elsbach & Kramer, 1996; 

Boutaiba & Pederson, 2003; Pederson & Dobbin, 2007; Sahaym, 2011; Brown & Toyoki, 

2013), however there is limited research that considers these concepts through the dual 

lens of practice and process and from a dwelling worldview orientation.  

 

The current study responds to calls for alternative ways of approaching identity and 

legitimacy by viewing these constructs as “continually under construction” and “in flux” 
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(Gioia & Padvardhan, 2012:50; Schultz et al; 2012:3, Mackay & Chia, 2013, Burgelman et 

al; 2018). By acknowledging that these constructs function within a “fluxing world” (Mackay 

& Chia, 2013) and within a wider social process (Pederson & Dobbin, 2007:989), the study 

takes into account the more temporal and subtle nature of identity and legitimacy 

dynamics.  

 

The present study subscribes to a dwelling worldview orientation; consequently, the study 

brought to the surface the more tacit elements of strategy. Most of the SAP research is still 

positioned within the building epistemology, with a predominant focus on episteme and 

techné (Chia & Rasche, 2015:46). Through applying a holistic and dynamic framework and 

viewing strategic change “in terms of movement, activity, events, change, and temporal 

evolution” (Langley, 2007:271), the study strived towards creating a compelling identity-

legitimacy story of how individuals made sense of a strategic change process. 

 

7.3 RESEARCH QUESTIONS 

The current study followed a strong ‘process-ontology’ which means that a number of 

general temporal process questions guided the study. The aim was to ‘delve below the 

surface’ to the often unseen and subtle processes and practices embedded in strategic 

actions.  

 

Table 32 provides an overview of the research questions and data production strategies 

adopted, indicating how these aligned with the eventual outcomes of the study. The focus 

was on temporal elements involving past, present, and future time, in combination with 

context and action (Pettigrew 1990:269), focusing on both descriptive and prescriptive 

elements of the strategic change process. I combined multiple data collection strategies in 

order to uncover the deep structure and processes of the phenomenon under 

investigation, with the purpose of achieving “better explanatory theories” (Langley 1999, 

2007:707). Table 32 presents firstly, the general type of temporal questions the study 

focused on and how these aligned to key aspects of the research process. The table then 

presents the five specific research questions framing the study in order to answer the 
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overarching research question of "how individuals interpreted and make sense of a 

strategic change process, in terms of identity and legitimacy dynamics". 

 
Table 32: Aligning process questions, perspectives, conceptual explanations and the final research 

outcome 

Main research question: How do individuals interpret and make sense of a strategic change 
process, in terms of organisational identity and legitimacy dynamics?” 
General 
temporal 
questions 

Process 
perspective 

Conceptual 
explanation 

Data production 
methods 

Research 
Outcome 

Past: What has 
happened? How 
did we get 
here? 

Historical 
reconstruction (of 
past 
events/experiences) 

Unique 
sequence 

Interviews, Review 
meetings, 
Documentation 

A narrative, 
temporal 
account of 
interaction 
and change. 
 

Present: What is 
going on? Becoming/emergent  Key events 

Observations, 
Diaries, 
Review meetings, 
Documentation 

Future: Where 
are we going? Unfolding  Generalizable 

patterns 
Interviews, 
Review meetings, 

Action: What 
should we do 
when? 

Development/control Social 
mechanism 

Interviews, 
Review meetings 

Specific 
Research 
questions 
framing the 
study 
 
 

Research question 1: How do individuals as change 
recipients make sense of a planned strategic change process? 
Research question 2: How do individuals make sense of 
organisational identity and legitimacy dynamics during 
processes of change? 
Research question 3: Which processes and practices enable 
or hinder strategic change processes as they unfold?  
Research question 4: What role does materiality fulfil in the 
sensemaking and sensegiving processes of individuals during 
a planned strategic change process? 
Research question 5: How do multiple processes and 
practices interplay in organisational identity and legitimacy 
dynamics during a strategic change process? 

Source: Adapted from Van de Ven and Sminia (2012:307) 

 

The discussion that follows provides explanations of change that are holistic and 

multidimensional (Pettigrew, 1990). The study transcends various perspectives and does 

not rely on any single theory of social or organisational change. Consequently, I was able 

to provide explanations on various facets of change, including aspects of continuity and 

change (Pettigrew, 1990); the intersection between process, structure and practice 

(Burgelman et al; 2018); and the emergence of individual or group actions that emanated 

from “within the constantly evolving circumstances” (Chia & Holt, 2009:159). The research 
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questions highlighted in Table 32, and the theoretical framework guiding the study, 

provided the necessary avenues in order to produce a narrative, temporal account of 

interaction and change. 

 

7.4 MAIN THEMES AND RELATIONSHIPS WITHIN THE EMERGENT PROCESS 

MODEL: ANSWERING THE RESEARCH QUESTIONS 

The key outcomes of the study described below, presents a dynamic and temporal 

account of strategic action and practices within an evolving organisational context. The 

discussion begins with an explanation of the final dynamic model of change proposed in 

the current study, and then follows with in-depth discussions of the themes and 

relationships that emerged and how they interrelated with one another.  

 

7.4.1 A dynamic social process model of change 

 

Research question 1: "How do individuals as change recipients make sense of a planned 

strategic change process?" 

 

In answering the overarching research question: “How do individuals interpret and make 

sense of a strategic change event, in terms of identity and legitimacy dynamics?” the study 

offers a conceptual process model of change that integrates both static and dynamic 

facets of the organisational context under investigation. Section 6.3.1 presented the 

preview of the emerging process model, summarizing the key outcomes of the study, 

which reflected a dynamic social process similar to the process of wayfinding (Chia & Holt, 

2009). This process model also portrayed some similarities to Lave and Wenger’s notion 

of situated learning (Lave & Wenger, 1991). Through the use of identity-in-process and 

legitimacy-in-process as the final descriptors, the current study suggests a more dynamic 

and ongoing view of change (Colville, 2009) within a pluralistic environment that 

constitutes both social and physical processes and practices. Through the incorporation of 

Popper’s three world’s theory, I visualize a “nested system and context” (Chia & Holt, 

2009:139).  
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The key themes within the model were deeply embedded with one another. None of the 

themes operated in isolation, and each theme represented a distinct element of an 

evolving context contributing towards a holistic understanding of a strategic change 

process. The four key outcomes reflected (1) an emerging identity (Section 6.4.1 and 

6.6.1); (2) key tacit elements that advanced the process involving phronetic leadership, 

communities of practices and the conceptualisation and integration of knowledge (Section 

6.6.2); (3) cycles of iterative action (Section 6.6.6); and (4) a wayfinding process that 

involved interactions between mapping and map-making/map-using practices (Section 

6.6.7). The next section discusses the four key outcomes of the study, with links to the 

extant literature and explanations of how these outcomes contributed towards answering 

the research questions. 

 

7.4.2 Emerging identity and legitimacy dynamics 

 

Research question 2: "How do individuals make sense of organisational identity and 

legitimacy dynamics during processes of change?"  

 

Section 6.4.1 and Section 6.6.1 describe how participants expressed themselves using 

past, present, and future claims. Through these present, prospective, and retrospective 

claims, there was a common perception that an “identity was starting to emerge”. Weick 

(1999) states that identities emerge out of interactions and shared processes of 

sensemaking, and this was evident as the notion of an “emerging identity” was central to 

what the faculty staff members experienced within an evolving organisational context. 

Faculty staff members described their context as “in flux” and referred to an identity that 

was “emerging” and “evolving” as opposed to a static label. In line with Schultz and 

Hernes (2013:3), the findings suggest a perception of identity as emerging from the 

ongoing process of “how we are becoming an organisation” as opposed to the more static 

claim of “who we are.” Viewing Identity as such, assisted me in revealing a more dynamic 

understanding of identity as I aimed to understand how identity was “negotiated, 

reconstructed, and projected backward and forward” (Gioia & Patvardhan, 2012:56). 

Further, the notion of an emerging identity reflects the dynamic and malleable nature of 
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identity over time (Schultz & Hernes, 2013) as the findings showed how identity can 

change rather fleetingly in response to processes of strategic change.  

 

The notion of an emerging identity also reflected an organisation that was in transition — 

going through planned changes as a result of the development of a new qualification. The 

findings of the current study show similarities to Clark et al. (2010) study on “transitional 

identity” as in both studies identity change was central to the process of advancing a major 

change process. The notion of an “emerging identity” provided an element of hope and a 

positive outlook for faculty staff members. Gioia, Corley and Fabbri (2002:632) indicate 

that successful change “requires a union of the valued past with the hoped-for future”. This 

involves both retrospective and prospective sensemaking, which was an important 

component of this identity change. The current study, however, departs from the study by 

Clark et al. (2010) study in various ways. Their focus was on interorganisational change 

between two organisations that were undergoing a merger from the perspective of two top 

management teams. The analysis was done at the organisational level, and the outcomes 

reflected a dominant managerial perspective. The current study provides insight into the 

internal perspectives of faculty staff members (in non-managerial positions), and showed 

that through this transitioning period, in order to advance the change process, a shared 

context needed to be created and faculty staff members needed to employ various coping 

and adapting mechanisms. Nag et al. (2007:843) state that identity transformation needs 

to go beyond actions taken by leaders, to also engage those whose daily practices will be 

most affected by a new identity. The practice of coping within pluralistic institutions has 

received very little empirical study thus far (Denis et al; 2007; Kraatz & Block, 2008; 

Kodeih & Greenwood, 2014) and the current study provided insight into coping practices 

that were initiated by individuals, “all seeking merely to respond constructively to the 

predicaments they find themselves in” (Kodeih & Greenwood, 2014:10).  

 

Gioia et al. (2000) were some of the first scholars to argue that the concept of identity is 

not static but dynamic. The theoretical model proposed by Gioia et al. (2000), provides an 

understanding of why organisational identity change occurs, and identified triggers of 

identity ambiguity. Their notion of identity ambiguity paved the way for research 

acknowledging the changing nature of identity. As a result of the seminal work by Gioia et 
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al., there has been a notable increase in research on identity change. Similar to Gioia et 

al. (2000:720), the current study shows how “identity no longer holds a distinct and 

persistent core of its own”, and I dismiss identity as “simply enduring”.  

 

In contrast to the research by Gioia et al. (2000), the current study did not set out to 

understand why organisational identity changes, rather it set out to understand how 

identity (and legitimacy) evolve through the underlying processes or practices associated 

with these changes. I was able to observe how identity was constructed through identity 

work, and how it was negotiated or maintained as an ongoing accomplishment (Schultz et 

al; 2012), emerging from a process of organising (Clegg et al; 2007). The focus on identity 

as performance aligns with the theorization of identity as a process of ‘becoming’ (Chia, 

1996; Tsoukas & Chia, 2002), where temporality and process play a key role. Outside of 

research that has focused on identity work and identity construction, theorizing about time 

in identity research is still relatively rare, even more so are studies that track identity 

empirically within organisations (Pratt, 2012; Gioia & Patvardhan, 2012). The findings of 

the current study show how multiple processes interplay in identity dynamics, and that 

“doing identity or legitimacy” involved a number of interweaving processes that involve 

both tacit and objective knowledge sharing practices.  

 

In line with Schultz, Maguire, Langley and Tsoukas (2012), the study takes into account 

the relational aspects of identity and legitimacy through focusing on interactions, 

associations, and conversations. Notably, the findings of the current study revealed how 

much of the strategy-making emerged non-deliberately through social practices and 

processes involving negotiations and back and forth interactions. This was evident in the 

“iterative action and adjustment” theme that weaved throughout the change process. 

Findings showed that phronetic actions, social interactions, and a coalition of identities 

paved the way for certain processes and practices to be legitimised in order to progress 

the change event. By describing these elements of the dynamic process model, the study 

contributes more concretely towards the types of social transformation processes through 

which the dual processes of identity formation and legitimation practices occur (Pederson 

& Dobbin, 2006). 

 



262 

 

There have been calls for research to consider identity as an ongoing process of 

constructions, performance, and legitimation, where identity is cast as flow, rather than a 

tangible “thing” (Gioia et al; 2012). The present study responds to these calls by viewing 

legitimacy as constructed through forms of identity work (Elsbach & Kramer, 1996; Navis & 

Glynn, 2010, Brown & Toyoki, 2013). In doing so, the study acknowledges that there is no 

single best way of achieving legitimacy; rather it is achieved through a “relatively infinite 

range of processes, events, and/or activities” that fit into different structures or patterns of 

practices or processes through which legitimacy is created (Van de Ven, 1992). This 

process of legitimation involves both formal and emergent activities, and the current study 

was able to show how change agents obtained affiliation within an existing social order 

(community of practice) (Suddaby et al; 2017). The current study therefore expands the 

body of knowledge concerning the dynamic and subtle nature of identity and legitimacy 

through the perspective of identity-as-process and legitimacy-as-process. The next section 

describes these processes and practices through which identity work and legitimacy work 

occurred. 

 

7.4.3 Enabling and hindering factors  

 

Research question 3: "Which identity and legitimacy practices enable or hinder strategic 

change processes as they unfold?" 

 

As is expectant within a change process, individuals expressed both positive and negative 

emotions towards aspects of the change event. These negative and positive reactions 

played a central role in the progression of the change process where certain aspects 

advanced the process and others hindered progress. Rafferty and Griffin (2008) point out 

that researchers rarely explore both positive and negative responses to change, however 

they play an important role in initiating the change process and guiding organizational 

members’ sensemaking activities.  

 

When faculty staff members spoke about negative aspects of the change process, or 

aspects that hindered the process, they often reflected emotionally on the beginning 

stages that were described as “very painful” where individuals “felt very threatened”, as 
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described in Section 6.6.2.1. A surprising aspect was the rather deep levels of reflections 

some faculty staff members provided, which led them to point out their own shortcomings. 

The deep reflections were evident in statements such as, “I also contributed in my own 

way in terms of putting in bottlenecks”, and “unfortunately, more often, when change 

comes, we tend to be territorial”. One staff member admitted that “a lot of people are 

happy in their comfort zones”, while others “[have] done it this way for forty years.” 

Observations of these emotional reactions provided an interesting insight into the lived 

experiences of the faculty staff members. Colville, (2009:172) maintains that it is the 

“everyday story of change” that accepts the becoming of change through the prospective 

and retrospective meanings individuals associate with change. 

 

Another common negative aspect mentioned by faculty staff members was the silo effect 

prevalent within an academic environment. One faculty staff member indicated how “the 

first step was to break those silos that we have put around ourselves.” Another faculty staff 

member mentioned how “certain decisions had to be made to push the process forward.” 

While this initial inertia seemed rather short-lived, conscious effort had to be made in order 

to overcome it as expressed in the in vivo quotes above. In line with Jansen (2004) the 

findings show that both change and inertia are effortful. Faculty staff members mentioned 

individuals who were particular good at “pushing” aspects of the change process and how 

they had the ability to create the necessary momentum to advance the process (phronetic 

actions). Faculty staff members often referred to the team approach and how it was a 

catalyst in breaking these silos and enabling a learning environment. This was an early 

glimpse of how the change event itself, was a catalyst for enabling certain aspects of the 

process, such as teamwork and an enabling environment where individuals learn from one 

another.  

 

The early emotional reactions associated with inertia, could perhaps be attributed to the 

type of culture prevalent in business school structures. As discussed in Chapter 2, Brown 

(2013:94) states that change is particularly difficult to effect in universities because of their 

culture, as education institutions are traditionally conservative in nature with regards to 

their practices, goals, and culture (Lane 2007:86). In addition, universities are pluralistic in 

nature, with unique specificities in terms of their history, social, and cultural duties, which 
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makes them particularly resistance to change. Modification of behaviour therefore tends to 

be challenging within HE institutions (Halász, not dated; Lane, 2007:87). There are other 

factors that could also have contributed to this resistance, such as strong existing 

traditions or paradigms (Lane, 2007:87). Faculty staff members may also experience what 

Van Dijk and Van Dick (2009:144) refer to as “person-orientated resistance to change”, 

which may result from an individual’s view of their place in the organisation and their 

perception of a risk to their work identity and status. Further, the business school was 

confronted with a lot of changes prior to the development of the MBL qualification, and as 

a result the faculty staff members may have had low levels of tolerance for change at the 

time this change event took place (Kotter & Schlesinger, 2008).  

 

In terms of factors that were key enablers, Section 6.2.5 describes the three tacit 

knowledge sharing practices that emerged as a result of the process. These non-

deliberate practices were important in advancing the strategic change process and 

involved knowledge sharing through phronetic leadership, communities of practice, and 

through processes of conceptualizing and integrating of knowledge. While research has 

shown that strategising may be both deliberate and non-deliberate (Chia & Holt, 2006; 

Chia & Rasche, 2009), most strategy-related research still focuses predominantly on 

formal planned actions and explicit strategising activities (Kornberger & Clegg, 2011). 

Further, most of the evidence presented in the SAP literature still subscribes mostly to the 

building worldview, identifying the explicit and purposeful ‘doings’ of assigned strategists 

(typically in managerial roles) (Chia & Rasche, 2015:45). The next section discusses how 

these phronetic actions assisting in advancing certain elements of the change process 

 

7.4.4 Phronetic leadership 

 

A significant outcome of the study was the emergence of phronetic leadership and how 

this type of leadership was distributed between various individuals. Section 6.6.2.5 

describes the phronetic actions displayed by the academic director, quality assurance and 

design officer, and a faculty staff member. These “phronetic leaders” had an ability to 

create a shared context that enabled the change event to progress and be perceived as 

an overall success.  
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The process of creating a “shared sense and context”, involved both day-to-day micro 

level practices, as well as macro-level understanding of the common good of the whole 

organisation (Hamaya & Ova, 2013:403). Hamaya and Oya (2013) describe how phronetic 

leaders have certain capabilities, such as the ability to make a good judgment and grasp 

the essence of a particular situation; and constructing the particulars of a situation into 

universal narratives, language, or concepts. These capabilities were evident in the three 

individuals who displayed phronetic leadership. Firstly, the quality assurance and design 

officer played an important sensegiving role in creating a shared understanding in terms of 

the more prescriptive strategic elements, such as the templates, policies, frameworks, and 

other aspects such as timelines and overall progress. Secondly, one of the faculty staff 

members who had 13 years’ experience at the business school, played a critical role from 

the onset and was instrumental in easing initial tensions and in overcoming the initial 

inertia experienced in the beginning of the process (described in Section 6.6.2.5). In 

addition, through processes of persuasion and negotiating, he was able to create a 

universal understanding amongst faculty staff members of what was required in terms of 

the new MBL qualification. Most importantly, these phronetic actions created joint 

understandings, during a time characterized by high levels of anxiety and ambiguity. 

Lastly, the academic director provided an enabling environment in order for the change 

event to evolve and develop in a positive way. As described by one faculty staff member, it 

was “not leadership that pushed the development, it was leadership that allowed it to 

evolve and develop in the way it has”. Phronetic actions were displayed by both formal 

and informal leaders, however it was leadership that was based on competence and 

determined by the context and not by a title or position within an organisation (Nonaka & 

Toyama, 2007). 

 

These results support the notion that change implementation goes beyond formal 

leadership, but instead involves change agents or change drivers at various levels. By 

viewing individuals as change agents who are “active participants in change processes” 

(Rafferty & Griffin, 2008:611), the study refers to the more inclusive notion of ‘change 

leaders’, as opposed to the conventional models of leadership or ‘heroic transformational 

leadership’ (Pettigrew, 2002). Consequently, the study did not conceive processes of 

legitimation “as heroic acts of institutional change” (Suddaby et al; 2017), but rather as an 
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intrinsically distributed effort of diverse change agents at multiple levels who engage in the 

day-to-day effort of legitimacy work (Johnson et al; 2006; Lawrence et al; 2009). The study 

supports the view by Pettigrew and Whipp (1991) that leading change is a complex social 

process involving diverse leaders within different levels. 

 

Phronetic action is also intrinsically linked to identity as, within a dwelling worldview, what 

one does is inseparable from what one is (Chia & Rasche, 2015:47). Dunne (1993:244) 

explains that phronesis differs qualitatively from episteme and technè as it “expresses the 

kind of person that one is” (Dunne 1993:244). The present study was able to bring to the 

surface this “less accessible” type of personal knowing showing how tacit knowing 

emerged through phronetic actions and how it gave rise to praxis (Chia & Rasche, 

2015:47). Chia and Rasche (2015) maintain that the intimate relationships between being 

and doing, and between identity and strategy, makes phronesis extremely difficult to 

apprehend, and therefore it remains an unexplored aspect in strategy research. 

 

Few studies within organisational or strategic management theory, have mentioned 

phronetic action or leadership as a component of emerging practice. Nonaka and Toyama 

(2007) refer to phronesis as distributed wisdom and suggest that phronetic strategy is 

realized by individual ‘leaders’ within a specific situation. They have, however, been 

criticized for still committing implicitly to strong methodological individualism by referring to 

individual leaders within an organisational context (Chia & Holt, 2009). Chia and Holt 

(2010) are two of the few researchers who look at phronesis and phronetic awareness as 

an important element in understanding the practice of strategising, and depart from 

Nonaka and Toyama’s findings, as they show that phronesis is not a characteristic of an 

isolated individual, but rather an expression of being a “system-in-a-system of which any 

strategic actor remains a part” (Chia & Holt, 2010: 135). Similar to Chia and Holt (2009), 

the current study revealed the notion of “distributed leadership” where both formal and 

informal leaders showed capabilities of phronetic leadership. In line with Chia and Holt 

(2006), the current study commits itself to methodological relationalism, as opposed to 

methodological individualism, and provides a more dynamic view of phronesis. 
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7.4.5 Communities of practice (CoP) 

 

Section 6.6.3.1 describes how strategic change advanced through a combination of formal 

and temporal structures (Hernes & Schultz, 2020). Faculty staff members experienced a 

transition from what was initially perceived as a formal planned team approach to a 

community of practice that involved a coalition of identities coming together. Within a 

business school context, Hommel and Thomas (2014:12) highlight two critical steps 

required to champion strategic initiatives, firstly, “securing a winning coalition” of key actors 

and secondly, motivating the right people to seize these initiatives. It is often the faculty 

staff members who are required to champion strategic initiatives, while deans use their 

influence and persuasion to overcome resistance and to produce key resources (Hommel 

& Thomas, 2014).  

 

The CoP approach grew organically as the process evolved and through social practices 

and processes faculty staff members began to see each other as allies progressing 

towards a common goal. Notably, when faculty staff members described the way in which 

certain individuals assisted in driving the process, they also referred to the dynamics of the 

team as a whole and the approach through which this teamwork functioned. One faculty 

staff member mentioned how “the philosophical approach to the team work was one based 

on competence, not on hierarchy”. Brown and Duguid (1991:54) state that by entering into 

an alliance, rather than as members of a rigid hierarchy, alternative viewpoints are 

presumably legitimate and “do not get hidden”. This type of alliance brings together 

different interpretive schemes (Brown & Duguid, 1991). 

 

This CoP provided an enabling environment where faculty staff members shared 

knowledge and were able to create a shared context. Collective learning took place 

through various avenues and the process itself created a rich learning opportunity. 

According to Wenger et al. (2002), CoPs constitute a group of people who share a 

common concern, problem, or passion for a topic, and subsequently deepen their 

knowledge and expertise in this area through ongoing interactions. Central to Wenger’s 

work, are the concepts of identity and community of practice using these concepts as entry 

points into a “social theory of learning” (Wenger, 1998:12). Here the term “situated 
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learning” is used and occurs through social co-participation, is contextual, and embedded 

within both a social and physical environment (Kerno & Mace, 2010:79). The definition of 

Lave and Wenger linked well with how the communities of practice emerged and 

functioned throughout the process. From this perspective, the notion of CoPs posits that 

people learn from one another, through observing and modelling (Elkjaer, 1999). 

Therefore, the social theory of learning considers knowledge as something people do, as 

opposed to the cognitive approach viewing knowledge as something people have 

(Pastoors, 2007). De la Ville and Mounoud, (2015) indicate that these social practices 

themselves are identity-forming and can be considered as strategy-setting activities. 

Consequently, the findings showed how both learning and identity was an important 

aspect of praxis, as identity-work was constantly being constructed and reconstructed 

through learning. Members of a CoP are therefore seen as practitioners who come 

together and create a shared repertoire of resources, through ongoing actions (Wenger, 

2006). 

 

A notable feature of the process was the initial tensions some faculty staff members 

referred to and the “uncomfortable discussions” that took place within the CoP. The faculty 

staff members acknowledged that these uncomfortable discussions and tensions were 

necessary in order to get them out of their comfort zones. The CoP approach seemed to 

work well in creating a shared context and meaning amongst individuals. Importantly, 

when a community of practice functioned well, it created a good context “to explore 

radically new insights” (Wenger, 1998:214) and this type of approach acted as a catalyst in 

breaking the academic silos that faculty staff members were accustomed to. Thus, in the 

context of the current study, initial conflict ended up playing an important role and provided 

a source of innovation (Brown & Duguid, 1991) by getting faculty staff members out of the 

“old way of doing things”.  

 

Lastly, the current study gives some insight into the dynamic processes that were involved 

in this transition from a team to CoP approach. Previous research has documented the 

evolution from a group to a team, but limited research shows that a transition is capable of 

taking place from a team to a CoP (Gilley & Kerno, 2010). 
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7.4.6 Conceptualization and integration of knowledge 

 

The last enabling factor identified in the process was the conceptualization and integration 

of knowledge (Section 6.6.4.1). The accounts of how faculty staff members described the 

process of conceptualization and integration of the knowledge, highlighted the important 

role of the social processes and interactions between faculty staff members, and across 

diverse groups within the team approach.  

 

While the conceptualization process constituted a planned, deliberate element in the 

creation of the initial framework for the structuring of the MBL qualification; it was through 

extensive social interactions and processes through which information, experience and 

insight was exchanged and through which a holistic understanding of the product was 

achieved. Daily social practices became important sensemaking imperatives for faculty 

staff members in acquiring a joint understanding of how to integrate the different modules 

into the qualification. This involved various back and forth activities such as “testing of 

ideas”, getting inputs from peers, sourcing insight from experts, and lots of back and forth 

reading and adjusting.   

 

The learning-through-doing theme (first identified in the preliminary data collection phase) 

re-emerged in various stages of the process. This was evident in this conceptualization 

phase as faculty staff members described how this process enabled them to learn about 

different facets of the product, from the different perspectives of stakeholders, such as the 

student perspective and support service perspective. Kerno and Mace (2010) explain how 

learning is mediated by the diverse perspectives among individuals who participate 

together within a learning context. One faculty staff member emphasized the “hands on 

learning” that took place and indicated that this was the only time they got to fully 

understand what other people — in terms of fellow staff members and support services — 

do and how all the different aspects need to be integrated with one another. Learning and 

skill acquisition therefore occurred through the engagement of social practices and within 

a collaborative structure and “not simply in an individual’s mind” (Kerno & Mace, 2010:79). 

Brown and Duguid (1991) emphasize the important role that social environments play in 

advancing practitioners’ skills and knowledge in organisations.  
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7.4.7 Objective knowledge sharing practices 

 

Research question 4: "What role does materiality fulfil in the sensemaking and sensegiving 

processes of individuals during a planned strategic change process?" 

 

Within the context of the study, aspects of materiality, such as strategic documents, 

policies, templates, and frameworks were grouped as “objective knowledge sharing 

practices” as they constituted the more prescriptive and planned aspects of the process 

that were present from the onset.   

 

The findings shed light on the performative way in which the various objective knowledge 

sharing practices were used, which reflected a type of “ebb and flow” motion and revealed 

how “change and continuity, process and structure, are inextricable linked.” (Pettigrew, 

1985:1). Patterns emerged in terms of the interplay between the tacit knowledge sharing 

practices and objective knowledge sharing practice, as the findings showed how iterative 

cycles and adjustments were required in order to make sense of certain aspects of the 

process. Section 6.2.3.5 describes how initial tensions and conflict played an important 

role in the process. Some faculty staff members had a negative perception of some 

documents at the beginning of the process however this perception changed as the 

process evolved. At a point in the process, there was a moment of reconciliation when 

faculty staff members realized the value of the documents and templates. During this 

process, there was evidence of discord and dissonance experienced initially where 

structure and process collided and then as the process evolved, a shared context was 

reached, and clarity came. Notably, faculty staff members tended to use more prescriptive 

aspects of materiality later on, once a shared context was achieved. 

 

7.4.8 Iterative action and adjustment 

 

Section 6.6.6 describes how much of the sensemaking took place through interactive 

cycles involving back and forth activity and adjustment. Consequently, “interactive action 

and adjustment” became one of the central themes as it weaved throughout the process 
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and confirms Chia and Holt’s (2009:159) assertion that “strategy is continuously clarified 

through iterative action and adjustment.”  

 

In line with Weick et al. (2005) the findings show how sensemaking was both social and 

systemic within these iterative cycles. It was the ‘ebb and flow” between tacit knowledge 

sharing practices and the objective knowledge sharing practices, that created meaning. 

While objective knowledge sharing practice provide necessary structure and information 

relating to the more prescriptive elements of the process, they don’t provide for unintended 

consequences, uncertainty and ambiguity (Kunisch et al; 2017). Importantly, it was a 

complementary back and forth process between both social aspects as well as formal 

written documents that created meaning. Had these cycles not taken place, much of the 

sensemaking would have been lost. Through evidence of iterative cycles of learning and 

doing, the current study provides insight into how individuals and groups respond and 

adapt to change and suggests that a broader set of skills or coping mechanisms is 

required, than just deliberate action (Chia & Holt, 2009).  

 

7.4.9 Strategy as wayfinding: Mapping, map-making and map-using 

 

Research question 5: "How do multiple processes and practices interplay in organisational 

identity and legitimacy dynamics during a strategic change process?" 

 

Section 6.6.7 describes how the central themes of the study and the most relevant data 

linked up with Chia and Holt’s (2009) notion of wayfinding. Chia and Holt (2009: 159) 

associates the metaphor of wayfinding with a dwelling worldview as it points to the 

“inherently durational character of strategy emergence in practice”. In the traditional 

strategic way of seeing, the analogy often used when referring to strategic action is one of 

navigation where established maps and models, and deliberate planning makes up the 

core strategic activities. Alternatively, Chia and Holt (2009), describe strategic wayfinding 

as the “coming-into-sight” and “passing out of sight” characterized “not as a plotted 

sequence of static positions” but as an evolving process of discovery. This type of process 

involves a process of “knowing as we go”, referred to by Ingold (2000:230) as “an 

ambulatory form of knowledge” (Ingold, 2000: 230). The notion of wayfinding also makes 
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an important distinction between “purposive” and “purposeful” action (Chia & Rasche, 

2010), where purposive action shows that strategy can emerge unintentionally as a 

consistent pattern (Bouty et al; 2019).  

 

The current study reveals how ambulatory action took place within the overall structure, 

involving complementary iterative cycles between tacit practices that emerged during the 

process and objective practices present within the initial structure. Similar to Chia and 

Holt’s (2009) view, the study revealed how mapping practices (in the form of knowledge 

sharing practices) often preceded map-making and map-using practices (objective 

knowledge sharing practices). At times a shared context needed to be created first before 

academic staff members turned to more prescriptive approaches. The process involved 

episodes of tension or dissonance, where process and structure “collided”. Within a 

dwelling worldview perspective, you don’t navigate, you first dwell, which implies that 

mapping takes precedent within a change process, and thus precedes map-using and 

map-making (Chia & Holt, 2009). 

 

An important departure from Chia and Holt’s wayfinding framework is the 

acknowledgement that both prospective and retrospective sensemaking are important 

parts of a change process. Chia and Holt maintain that “prospective rather than 

retrospective sense-making is involved” (Chia & Holt, 2009:159), however the findings of 

the study showed how both retrospective and prospective sensemaking played a key role 

in the sensemaking processes of faculty staff members.    

 

Furthermore, the original wayfinding framework presented by Chia and Holt (2006, 2009), 

does not consider tensions and dissonances as unintentional elements within strategic 

change (Bounty et al; 2019). In line with Bouty et al. (2019), the findings show that 

tensions and conflict are normal parts of organisational life and these can have positive 

unintentional consequences for the advancement of change. Wiebe (2010) contends that 

slowing down a change process (perhaps even seen as resistance to change), may be 

what is necessary to implement change successfully. Employee resistance to change has 

mostly been viewed as an obstacle or negative aspect within change processes (Avey, 

Wernsig & Luthans, 2008). Some scholars have suggested that negative reactions to 
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change may be legitimate as feedback, or be valuable to organisational efforts (Ford, Ford 

& D’Amelio, 2008; Ford & Ford, 2009; Bringselius, 2014). 

 

Figure 32 illustrates the dynamic temporal process that emerged involving tensions, 

process, and structure. For explanatory purposes, Figure 32 illustrates a linear process, 

however in reality this process was rather “messy” and involved various back and forth 

activities (iterative cycles) and aspects of adjustment. Faculty staff members experienced 

tensions with the more prescriptive strategic documents such as the policies and 

templates and once a shared context was established, these tensions eased, and the 

value of the prescriptive documents were realized. Thus, the mapping practices took 

precedent in the beginning stages of the process. Within the specific context, faculty staff 

members had to cope and adapt to ambiguous and complex situations. Through this back 

and forth ambulatory process, it became evident that the process involved an overlap 

between order and disorder (Hernes & Irgens, 2013).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 32 Temporal dynamics between process and structure 

Source: (Own compilation) 

Structure Process 

Shared context 
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Through the notion of strategy as wayfinding, the study acknowledges the emergent 

nature of strategy, and through viewing change agents as “intimately immersed and 

inextricable from contexts” (Chia & Holt, 2009), the study was able to take into account the 

social embeddedness of these change agents (Bouty et al; 2019), bringing to light some of 

the specific dynamics and intricacies associated with processes of wayfinding.  

 

7.5 INCORPORATING POPPER THREE WORLD’S FRAMEWORK INTO THE FINAL 

EMERGING MODEL 

Section 6.6.8 discussed how Popper’s three world’s framework was adapted and 

integrated into the final emerging process model. The appropriateness of Popper’s 

framework was explained within the context of the present study. The study heeds the call 

by Chia and Holt (2009:139) to provide a practice perspective “that situates the agent 

within the constituents of his or her environment” and the final combinatory process model 

expands Popper’s original framework through integrating four perspectives, namely a 

knowledge perspective (tacit and explicit knowledge), evolutionary perspective (iterative 

action and adjustment); and a practice-process perspective (mapping and map-

making/map-using practices), within a dwelling worldview orientation.  

 

The significance of Popper’s framework lies in its evolutionary epistemology and its 

potential of viewing articulated designs or theories as aspects that can be improved over 

time, meaning knowledge grows through trial and error and is both a rational and creative 

process (Tsai, Chai, Wong, Hong & Tan, 2013). Similarly, the current study shows how 

knowledge sharing practices, in the form of communicates of practice and phronetic 

actions, emerged and evolved throughout the process. Similar to Popper’s framework, the 

final model incorporates Popper’s view of data, information and knowledge by situating 

tacit knowledge within World 2, and objectives knowledge within World 3, and 

demonstrates that tacit knowledge sharing practices play a complementary role with 

objective knowledge practices (information systems), through iterative cycles of actions 

and adjustments. 
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The final process model differs from Popper’s original framework as it presents a more 

embedded view of the three worlds and represents World 1 as an arrow to reflect the 

“becoming” nature of change. Additionally, to reflect the evolving and fluid nature of 

dynamics within a strategic change process, the final descriptors “identity-in-process” and 

“legitimacy-in-process” are used within the final combinatory framework. The dynamic and 

subtle nature of identity and legitimacy-as-process has not been sufficiently recognized in 

the literature (Gioia & Padvardhan, 2012; Schultz et al; 2012, Mackay & Chia, 2013, 

Burgelman et al; 2018).  

 

Popper’s original three world’s theory has been criticized for having a rather simplistic 

notion of World 1 and World 3, and not explicitly emphasizing social-cultural aspects 

(Hung & Chen, 2008). Popper’s framework has also often been misunderstood or 

misinterpreted as a result of the worlds not being sufficiently described (Bawden, 2002; 

Hung & Chen, 2008). The current study aimed to extend Popper’s original framework 

through proposing a more integrated, descriptive, and holistic framework that transcends 

various perspectives. Figure 33 re-illustrates the final emerging process model that was 

presented in Chapter 6. 

 

Figure 33:  A dynamic social process model of a strategic change process 



276 

 

Through adapting Popper’s three world’s theory and proposing a framework that integrates 

a knowledge perspective, evolutionary epistemology, and practice-process perspective, 

the current study provides a more dynamic and holistic picture of strategising within 

strategic change. The findings portray strategic actions and processes as complex and 

dynamic, and in line with Chia and Holt (2006, 2009), argues that strategising takes place 

in a substantial dwelling mode in which identities and strategies are simultaneously co-

constructed through social relations and engagements. 

.    

7.5.1 Limitations 

 

No research can be conducted without some trade-offs and limitations (Bizzi & Langley, 

2012). However, effort was taken to follow a scientifically rigorous inductive research 

process through the guidance of Gioia’s methodology (described in Chapter 5). 

 

The aim of the study was not to generalize but to provide deep data and rich descriptions 

of the lived experiences of the participants. No claims of statistical generalization can be 

made. The goal of the proposed case study research was to conduct a thorough 

investigation of “the particular” and instead of striving for statistical generalisations (Hesse-

Biber & Leavy, 2011:263), the current study strived to provide analytical or theoretical 

generalisations (Tsoukas, 1989; Feldman & Orlikowski, 2011). The findings of the study 

crossed various perspectives and domains, and many of the concepts and processes that 

emerged from the findings, showed similarities with other domains. The specific case was 

chosen with the aim to uncover “principles that are portable” (Gioia et al; 2013) from one 

setting to another. Although case studies often produce findings unique to the 

organisational context under review, it is possible to extend case study findings to other 

contexts, especially when large-scale processes such as organisational change are being 

examined (Yin, 2009). Consequently, it is believed that the findings from the current study 

can be extended to other pluralistic contexts, such as other academic institutions or 

hospitals (e.g. Denis, Langley & Rouleau, 2007; Cuccurullo & Lega; 2013). 

 

The study was interpretative in nature, and a predominantly qualitative approach was 

adopted. Qualitative research can be labour-intensive and at times I experienced data 
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overload (Miles & Huberman, 1994) and analysis fatigue, which slowed down my progress 

and lengthened the research process.   

 

Within qualitative research, the researcher is the research instrument (Denzin & Lincoln, 

2000) and inevitably researcher bias can affect the trustworthiness of the study. The study 

incorporated various strategies to limit researcher bias. I adopted a variety of data 

collection strategies to ensure the collection of deep and rich data. The use of in vivo 

representative quotes for each main theme that emerged from the data ensured that I 

represented the participants lived experience, providing a true account of the stories 

captured. I spent an extended time in the field (over a three-year period) to build rapport 

and trust with my participants. To limit confirmation bias, I made a conscious effort of not 

immersing myself in literature prior to data analysis and only later in the process 

transitioned from “induction” to a form of “abduction” (Gioia et al; 2013). Lastly, reflexivity 

was practiced throughout the process. It is however possible, that my interpretation of the 

participants story, could have precluded me from acknowledging other aspects of the 

strategic change process that may have been important or useful.  

 

7.6 RESEARCH CONTRIBUTION 

The contributions highlighted in this section are situated within an interpretative ontology. 

The current study initially set out to address theoretical, methodological, and practical 

gaps linked to three key literature sources: sensemaking theory, the SAP perspective, and 

literature on strategic change processes. These theoretical lenses all adopt a broadly 

social constructionist approach in framing and interpreting the empirical data. The 

outcomes of the study, however, transcended various perspectives and consequently 

provided insights and links into other research domains as well. 
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7.6.1 A dynamic process model of strategic change 

 

Firstly, the study strived to provide a robust theory of strategic change that simultaneously 

took into account temporality, processes, and practices. The present study presents a 

dynamic process model of change to guide future research aimed at understanding the 

dynamic and generative processes and practices that underlie strategic changes 

processes. The current study makes an original contribution by focussing on faculty staff 

members, outside of managerial role, and their responses to a strategic change process 

within a South African Business School context. 

 

The findings provided insight into various aspects of strategic change such as the interplay 

between continuity and discontinuity, systems and processes, structure and action 

(Bartunek, 1984; Pettigrew, 1985) and identity and legitimacy. Through the final process 

model, the study offers dynamic ways of understanding strategy emergence and change 

(Langley et al; 2013). Langley et al. (2013) state that by recognizing the centrality of time, 

process conceptualizations offer an essential contribution to organization and 

management knowledge that differs from most variance-based generalizations. 

 

The current study addresses some of the gaps highlighted by Fumasoli and Stensaker 

(2013) and Balogun et al. (2015). Firstly, the study investigated the subtle and dynamic 

nature of identity and legitimacy dynamics during a strategic change process and was able 

to provide insight on the organizing dimension of faculty staff members. Secondly, the unit 

of analysis was a single business school faculty unit, and therefore, the focus was on a 

bottom-up perspective and capturing the more subtle dynamics of change. Lastly, the 

study took into account both agency and structure, by focusing on individuals as change 

recipients.  

 

Similar to Kitchener and Delbridge (2020), the current study extends the view of 

wayfinding and adds to Chia and Holt’s (2009:22) “strategy without design” perspective in 

numerous ways. Firstly, the study investigating the complementary nature of purposive 

and purposeful action within processes of change. The current study viewed both identity 

and legitimacy “as-process”, and therefore conceptualized them as constantly evolving 
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phenomena, which allowed for a more oblique approach towards these concepts. Lastly, 

the study set out to visualize the pluralistic nature of change within a business school 

context, and incorporated Popper’s three world’s theory within the final process model. 

 

The study captured phronetic action, which has remained to a large extent an unexplored 

feature within strategy or management research (Nonaka & Toyama, 2007; Chia, 2009; 

Chia & Rasche, 2015). The study showed how phronetic action played a crucial role in 

enabling the process and phronetic leadership was displayed by various individuals who 

assisted in driving the process.  

 

The current study revealed strategic aspects associated with the processual and 

polyphonic nature of strategic change (Kunisch et al; 2017), contributing towards a 

deepened understanding of dynamics that occur within strategic change processes. Most 

of the research on strategic change still assumes that strategic change is a linear process 

unfolding through specific phases such as initiation and implementation (Kunisch et al; 

2017). The findings of the current study illustrated how process and structure often collide, 

where “ebb and flow” movements characterize identity and legitimacy work. Furthermore, 

these processes involved recursive and iterative action and processes of adjustment. 

Adjustment involves going back (while looking forward) and repeating certain aspects, 

thus reaching different or adjusted outcomes. The study therefore provided insight into 

some of the non-linear aspects of strategic change  

 

7.6.2 A processual-contextual methodological approach 

 

Secondly, in terms of methodological contributions, the study took on a longitudinal “real-

time” approach, and adopted a conception of process as ongoing, and thus employing a 

“becoming” ontology. Pettigrew (1979) explains that longitudinal processual analysis is 

more likely to expose language systems of becoming, and has the ability to create a more 

holistic understanding of temporal processes associated with the creation, maintaining and 

dissolution systems of power, as opposed to explanations describing one point in time. 

The study therefore made visible the ongoing nature of change (Caldwell, 2006), returning 

to embeddedness as a standard of method and “catching reality in flight” (Pettigrew, 
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1990). By following a processual-contextual approach, I was able to capture some of the 

“complexities of the real world” (Pettigrew, 1990).  

 

7.6.3 Strategising in business schools 

 

The current study contributes to the body of knowledge within the HE landscape, through 

a comprehensive investigation of a business school, providing a perspective from faculty 

staff members on how they made sense of a strategic change event. The main findings 

shed light on how faculty staff members respond, cope, and adapt within these highly 

paradoxical and complex environments.  

 

The present study acknowledges the need to understand the agency of those outside of 

senior positions and suggests a need to study their interpretations of change. By focusing 

on faculty staff members, outside of executive managerial positions, the current study 

responded to the call by Kunisch et al. (2017) for more research focusing on multiple 

actors who lead strategic change or are involved in it. Research on strategic change still 

focuses predominantly on top management positions or specific managerial levels. While 

important research has been conducted within these managerial perspectives, most 

notably on the middle management perspective (Balogun, 2003; Mayer & Smith, 2007; 

Kuyvenhoven & Buss, 2011; Ukil, & Akkas, 2017), these studies focus on managerial 

leaders as the dominant decision-makers and change agents, while overlooking the crucial 

role of organisational members, outside of management positions.  

 

7.6.4 Identity and legitimacy dynamics during a strategic change event 

 

Through viewing both identity and legitimacy as process within a specific context, the 

study responds to Brown’s call for further research to focus on prominent issues such as 

contexts, processes, temporality, and sensemaking (Brown, 2015). By applying a strong 

process-ontology, the study conducted fine-grained research which appreciated the 

nuances and subtle aspects of identity work and legitimacy processes and how these 

evolved. The focus on temporal and spatial dimensions, assisted in identifying and 

uncovering how various practices and processes are related, and to differentiate between 
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the enabling and limiting factors in strategising (Hydle, 2015:644). The study took on a 

post-modern approach to identity and legitimacy and sought to understand how these are 

achieved through performances (Czarniawska, 1997), thus findings show how practical 

and relational aspects preceded individual identity and strategic intent (Chia & Holt, 2006).  

 

7.6.5 A SAP lens 

 

The current study took a novel approach within the SAP lens, by bridging a practice-based 

approach with strategy process research, and adopting a dwelling worldview orientation; 

placing both temporality and process at the centre. Chia and Rasche (2015:46) maintain 

that SAP research is still mostly rooted in the building worldview, with a dominant focus on 

knowledge involving episteme and techné. Knowledge aspects, involving phronesis and 

métis, linked with the dwelling worldview, are still relatively unexplored; however, “they 

constitute the authentic art of strategising that is uniquely sensitive to time-duration” (Chia 

& Rasche, 2015:40). Through this dwelling worldview orientation, the study was able to 

expose the “intrinsically durational character of strategy emergence in practice”, thus 

conceiving strategic action as dynamic and evolving (Chia & Holt, 2009:163-164). The 

study therefore revealed some of the more subtle, tacit, and dynamic elements associated 

with identity and legitimacy, captured through a dwelling worldview orientation. The study 

proposes that the notion of strategy should be considered as a process of wayfinding, 

thereby exposing the more tacit elements of strategising.  

 

In terms of the SAP research agenda, most of the evidence presented in literature still 

remains the “deliberate doings” of intentional agents rather than practices, which are 

“constitutive of the agents themselves” (Chia & Holt, 2009:125; Sandberg & Tsoukas, 

2020). Chia and Holt (2009) call for research that marks a weakened individualism 

involving a phronetic approach, as opposed to a purely intellectual approach that is 

underpinned by episteme and technè. In line with Heidegger, and in response to Chia and 

Holt’s call, the study responded by rather focusing on the embodied, doing and coping of a 

“being-in-the-world”. The current study therefore contributes towards SAP research, as it 

revealed elements of praxis, in the forms of phronetic actions and temporal structures 
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such as communities of practice. Lastly, the findings shed light on how learning and 

identity constitute important aspects of praxis. 

 

7.6.6 A sensemaking perspective 

 

By adopting a sensemaking lens as part of my theoretical framework, the current study 

captured “the realities of agency, flow, equivocality, and transience (Weick et al; 

2005:410). The current study provided a holistic understanding of organisation life, as it 

acknowledged and revealed the interplay between the more subtle and relational aspects 

of strategy-making, with the more purposive elements of strategy. The final process model 

provides a dynamic model of both the static and dynamics aspects of strategising. Weick 

et al. (2005), state that sensemaking is about the interplay of action and interpretation, and 

therefore meaning is situated in the process itself (Hernes & Maitlis, 2010). The findings 

showed that meaning was not received from stable concepts outside of the process, such 

as a stable identity or a legitimized claim, rather meaning was made within the process 

itself within an evolving organisational context.    

 

Although a large body of research has extended Weick’s original conceptualization of 

sensemaking, within most process studies, the focus is typically on occasions of 

sensemaking, rather than on the sensemakers (Hernes & Maitlis, 2010) and sensemaking 

involving episodic and deliberative activities (Maitlis & Christianson, 2014; Sandberg & 

Tsoukas, 2020). Those studies that do focus on the sensemakers, typically focus on the 

managerial perspective, and not on the perspectives of the individuals involved in the 

practices and processes that underlie processes of change. The study provides insights 

into the “sensemakers” and revealed how “phronetic leaders” and social practices within a 

structure such as a community of practice were vital in making sense of a complex 

process.  

 

Through a sensemaking lens, the current study was able to provide an understanding of 

social conduct, through focusing on the lived experiences of individuals, and taking 

peoples actions (and how they interpret these actions) seriously. Through identifying the 

gaps and concerns within these lived experiences, process theories of change have a 
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potential to provide insight to both practitioners and academics, bridging the gap between 

theory and practice (Colville, 2009). Lastly, by recognizing the meanings and changing 

practices and praxis related to sensemaking and sensegiving, we highlight how strategy is 

built (Thomas & Ambrosini, 2015). 

 

7.7 LINKING THE FINDINGS TO OTHER RESEARCH DOMAINS 

7.7.1 Knowledge management (KM) 

 

The current study provides insight into the KM domain by describing types of tacit 

knowledge sharing practices that emerged non-deliberately within a strategic change 

process. Knowledge management is a scientific discipline that was developed in order to 

acknowledge the critical role of tacit and explicit knowledge in contemporary organisations. 

However, it has been criticized for being “overly tidy” (Guete & Dakhli, 2010:375), not 

taking into account relational aspects such as the social nature of knowledge, with the 

focus predominantly being on objective and procedural aspects of KM (Nousala, Miles, 

Kilpatrick & Hall, 2005). The current study shows how tacit knowledge sharing practices 

were key enablers in advancing the process, and how iterative actions and social 

processes were paramount in the sensemaking abilities of faculty staff members. The 

study thus provided a more dynamic representation of knowledge, as opposed to the more 

static representation that has become common within KM theory (Nousala et al; 2005), by 

explaining the emergence of knowledge in organisations in the form of communities of 

practice and phronetic leadership.  

 

7.7.2 Institutional theory 

 

The unit of analysis was on a single faculty unit within a business school context, which 

provided a highly appropriate setting for exploring the unfolding responses of individuals to 

multiple logics (Kodeih & Greenwood, 2014). Lawrence et al; (2009:10) state that relatively 

“little is known about the concrete practices employed by actors in relation to institutions”. 

Navis and Glynn (2011:480) argue that issues of identities become most noticeable within 

situations involving high uncertainty and ambiguity, and how organisations “make sense of 
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institutional complexity is more apparent when that complexity is unfolding rather than 

settled” (Smets et al; 2012). The study extends an understanding of institutional 

complexity by highlighting the role of identity emergence, and suggests that what matters 

is how the organisation is “becoming” rather than what it is. The study also highlights the 

role played by faculty staff members at the individual level, and places the focus on their 

actions, rather than their outcomes. Faculty members were able to clearly narrate their 

experiences, and the findings showed how faculty members reflected on the 

appropriateness of their own behaviour. These insights are rarely shared by members 

within non-managerial levels. The present study therefore brings to the fore aspects that 

do not appear in most institutionalist discourse (Lawrence et al; 2009: 11), such as 

“unintended consequences” in terms of episodes of tensions and progress. The study also 

provided insight on processes of legitimation, and as discussed in Section 1.3.3.1, the 

findings showed that processes of legitimation involved an intrinsically distributed effort of 

diverse individuals at multiple levels who acted as change agents and engaged in the day-

to-day effort of legitimacy work (Johnson et al; 2006; Lawrence et al; 2009). 

 

7.8 RECOMMENDATIONS FOR FUTURE RESEARCH 

This section highlights the potential future research areas that were identified in 

addressing the research questions within the current study.  

 

The present study provided insight into CoP from the perspective of faculty staff members 

and within the context of a strategic change event. Other research avenues may focus on 

CoP’s as the unit of analysis in order to explore the effect on emergent learning processes 

and on enhancing learning in every-day organisational life — not just within the context of 

a change event. Further, comparative research may be useful to investigate how CoPs 

differ in diverse organisational settings, within different industries and within different 

sociocultural environments. Conflict resolution may be another interesting concept to 

explore, within a CoP approach. The present study touched on the initial tensions 

experienced by some faculty members, as the CoP was emerging, and saw the tensions 

as “necessary” in order to affect change and progress. Further research is however 

required to fully understand the dynamics and connections between conflict and progress.  
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There are still a lot of ambiguities concerning what constitutes tacit knowledge (Gourlay, 

2004). The current study specifically highlights three types of tacit knowledge that 

emerged from the process. Further research could highlight other forms of tacit knowledge 

apparent in different settings, such as conflict resolution or within leadership roles.  

 

More research needs to consider multiple actors, outside of managerial roles as “change 

agents” or “change recipients” or as “phronetic leaders.” Furthermore, the current study 

alludes to a link between phronetic leadership and momentum. Further studies could 

investigate this relationship in order to provide a more comprehensive understanding of 

the link between phronetic leadership and momentum.  

 

The notion of wayfinding, rather than navigating, expresses one aspect of the dwelling 

mode of strategic practice, which is often overlooked (Chia & Holt, 2009:172). Further 

research is needed to explore this concept more comprehensively and in understanding 

other elements of what constitutes this notion of “wayfinding”. The study provided 

interesting insights into phronesis and the notion of “phronetic leaders” and dynamics 

within communities of practice. More in-depth studies are required to explore the aspect of 

mètis and how this type of knowledge advances change.    

 

At the time of completing this dissertation, South Africa had experienced various levels of 

lockdown due to the COVID-19 pandemic. As a result, many people across industries 

were required to work from home, and had to adapt to and navigate a “new normal”. This 

also led many HE institutions to consider a more long-term working from home 

arrangement where remote work arrangements were implemented. Within this changing 

context, aspects such as technological developments and the use of synchronous and 

asynchronous communication will become important avenues to understand. The need for 

informal networks and collaborations may be even more prevalent within remote working 

setups. Furthermore, the dynamics of social constructs such as identity and legitimacy 

within remote working environments may differ considerably when compared to a face-to-

face setting. Lastly, the current changes experienced as a result of the COVID-19 

pandemic has implications for how faculty staff members socialise, interact, and respond 

to changes and provides potential for many new avenues of research. 
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7.9 RECOMMENDATIONS FOR MANAGEMENT 

7.9.1 CoP and informal networks  

 

Given the extent and complexity of change facing managers and deans of HE institutions, 

particularly within the current COVID-19 pandemic, there is a need to look at new and 

innovative ways to enhance productivity and to establish dynamic problem-solving groups 

consisting of individuals with diverse skills and competencies, and who are able to 

respond to highly ambiguous and complex issues. The findings of the current study shed 

light on the beneficial role phronetic leaders play within ambiguous and complex 

situations, and how a CoP network enabled a rich learning environment where knowledge, 

experience, and insight were successfully exchanged. A community of practice, or other 

more informal collaborative approach may be a viable approach, particular within HE 

structures, since the silo affect is oftentimes prevalent within this context. Managers 

should consider planning change events around more informal networks and through CoP 

approaches, in order to leverage the skills of these less formal and phronetic leaders.  

 

A CoP approach may also work well when inducting or initiating new employees into an 

organisation. Abell and Oxbrow (2001) highlight that within a CoP, collective learning takes 

place and new employees may be initiated far more rapidly into an organisation when 

know-how and experience are shared openly (tacit-knowledge sharing). After the initial 

induction, to continue the momentum and culture of knowledge sharing, the arrangement 

of intermittent sessions where specialists or other senior or cross-functional teams could 

be invited to share their knowledge within their specific field, in a type of CoP session. In 

large bureaucratic structures such as HE institutions, it is generally rare for cross-

functional teams to get together periodically, and as mentioned earlier, this type of 

structure often lends itself to the silo effect. These CoP type sessions would also 

potentially improve alignment between cross-functional teams within the organisation.  

 

7.9.2 Change interventions 

 

The change process itself provided an opportunity for learning to take place. Faculty staff 

members often referred to the “hands on learning” as valuable or something that stood out 
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as an unintended outcome or consequent of the process. Faculty staff members also 

referred to the change process as an opportunity to understand their offering on a more 

holistic level as it brought diverse groups of people, from different levels, together. 

Management should consider periodic change interventions as possible platforms for 

continued learning and development. A key insight of the current study showed how the 

change process brought people together and created teamwork and collaborations that 

were not there before the change process. Seeing change processes as avenues of 

learning instead of disruptions, and harnessing change events for learning purposes may 

be a useful avenue for faculty staff development.  

 

In addition, as depicted in Figure 32, the study also provides insight into tensions 

associated with strategic change, and how these tensions or periods of resistance, were 

often needed in order to create a shared context. Tensions are particularly prominent in 

pluralistic settings (Spee & Jarzabkowski, 2017), and the study suggests that managers 

should not view these tensions or resistance periods only as negative aspects of a change 

process. The findings of the current study showed how these periods of tensions or 

resistance were also periods of processing and contemplating for individuals, enabling 

them to reflect and prepare or pause, before making sense of the situation. Cashman 

(2012) suggests that a step-back reflective action can be a way of sensemaking and may 

be necessary in some situation, before progress is achieved.  

 

7.9.3 The role of social interactions and processes within change processes 

 

Managers need to be made aware of the key role social interactions and processes play 

within change processes. The social interactions that emerged in the current study 

provided for rich learning experiences for the faculty staff members and enabled the 

leveraging of diverse skills within the group. Managers and deans of HE institutions need 

to view their institutions as learning or knowledge-sharing organisations, as the notion of a 

“learning organisation” implies that all its employees need to be engaged and encouraged 

to share knowledge and consequently contribute towards organisational learning (Shin, 

Picken & Dess, 2017). 
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7.10 REFLECTIONS ON THE RESEARCH JOURNEY 

The purpose of this section is to present my research lens and my reflective self. In doing 

so, recognition is given to the researcher’s place and role in generating the knowledge that 

is in the current study. Consequently, this reflective account reveals the personal nature of 

the work conducted (Sword, 1999), through addressing the researcher’s motivation behind 

the topic chosen, and the feelings and personal journey that took place. Reflexivity of this 

nature assists those reading the current study to understand and appreciate the 

researcher’s endeavour in the search for a novel understanding on the specific research 

topic and ultimately in the creation of the final research project (Mruck & Breuer, 2003).   

 

7.10.1 The reflective self and description of the research lens 

 

The scope of the current study was shaped by my research lens, which led me to decide 

what data was relevant and in need of collection and influenced the way the findings were 

interpreted. My reflective self is presented in several sections within this thesis. Firstly, 

Chapter 2 presents the theoretical framework of the study, and the ontological and 

conceptual foundations that were chosen that guided me and framed the study. Chapter 5 

describes the methodological priorities of the study according to the lenses and worldview 

that orientated the study and Chapter 6 describes my interpretations and observations 

during the various phases of data production and stages of analysis. The thesis ends with 

my interpretations of the findings, recommendations for management, and my own view of 

what warrants further research.  

 

7.10.2 Why I chose this topic 

 

The topic for the current study was chosen for several reasons. Firstly, as a faculty staff 

member at a HEI for the past 12 years, I have an insiders-view of the paradoxical issues, 

dynamics and ambiguities experienced by faculty staff members within HE settings. My 

situatedness within HE has immersed me in the day to day activities and ongoing 

processes that constitute organisation life within a pluralistic environment (Van de Ven & 

Sun, 2011). Subsequently, I have been confronted with, and observed how faculty staff 

members cope, adapt, and make sense of change on a day-to-day basis. These change 



289 

 

processes were often complex and dynamic in nature where aspects and patterns 

emerged and evolved throughout the process. As stated by Jarzabkowski, Lȇ and Spee 

(2017) patterns are often messy, arising from actions of configuring and reconfiguring 

during processes of change. This resonated with my own experience — change is messy 

and not as straightforward and planned or deliberate as it is often described in the 

literature.   

 

Secondly, I have always had a particular interest in understanding people’s behaviour and 

actions, particularly when it comes to identity and legitimacy dynamics. Legitimacy and 

identity dynamics are central concepts within both organisational settings and in general 

life. These two concepts have intrigued me from a young age, as they have been central 

to my life as an academic and in my own personal life experiences. I have been 

confronted with my own identity and processes of legitimation in various facets of my life.  

 

On a personal level, I am one of a multiple — a triplet. In terms of my own identity, I had to 

differentiate myself from two other individuals who were perceived as being similar to me. I 

struggled with being perceived as “the same” as my siblings; and sometimes took 

deliberate steps to be perceived as different and legitimate as an individual. In my early 

school years, the school motto “know thyself”, ironically reminded me of how identity is 

central to life. Subsequently, I have struggled and jostled with this identity-legitimacy 

paradox for most of my life, and this established my interest in the dual nature of the two 

concepts.  

 

These issues of similarities and differences, and dual processes of identity and 

legitimation are also evident within organisations who continuously strive to compete 

within highly competitive environments. I found that the static descriptions of identity and 

legitimacy, so often referred to in the literature, did not resonate with my own experience 

where identity and legitimation processes were continuously evolving processes. In line 

with Pederson and Dobbin (2006) I view these two processes as inextricably linked and in 

need of further investigation. Lastly, the challenge of achieving Pettigrew’s notion of “the 

double hurdle” (Pettigrew, 1997), and bridging the practical and theoretical gap, motivated 
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and fuelled me to persist, interrogate, and challenge the traditional views associated with 

legitimacy and identity. 

 

7.10.3 My research experience 

 

Upon deep reflections of my own research journey, I noticed similarities in the process I 

journeyed through, and the journey of my participants. Furthermore, many aspects of the 

findings of the current study resonated with my own journey of change. Firstly, I was 

involved in my own change process and similar to my participants, went through a process 

of developing a product (myself) in an effort to be legitimate — as a PhD scholar and 

academic scholar. The beginning of my process was characterized by fear and inertia, 

where self-doubt crept in. However, the more I read and interacted with scholars within my 

field (albeit predominantly through reading), the more I felt I became part of a larger 

community, where I was exposed to various expertise and individuals who had gone 

through this process before. This sense of community was comforting and motivating. 

 

My own research journey was characterized by “ebb and flow” movements involving 

periods of continuity and “doing” and also periods of pause and adjustments. Similar to the 

faculty staff members, I experienced overwhelming change in various forms, both in work 

and life. These changes were complex and involved often surprising and unexpected 

outcomes. I had to establish coping mechanisms and find creative ways of managing 

these changes. Through these more tacit behaviours, I learnt and grew and observed how 

social processes, interactions, and cycles of adjustment were ingrained in almost every 

aspect of life and how we are all in a process of “becoming”. Many of the themes apparent 

in the current study seemed universal to life processes.  

 

Throughout my research process, I drew inspiration from many academic scholars and 

giants in the field. I also drew inspiration from practitioners outside of academia who have 

shared their stories. Scott Belsky’s (2018) book, “The Messy Middle”, mentions how the 

beginning and the end (or outcomes) of a process are often talked about and highlighted, 

however it is the middle miles that are more important and seldom discussed or 

misunderstood. “The middle contains all the discoveries that build your capacities. The 
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middle is messy, but it yields the unexpected bounty that makes all the difference” (Belsky, 

2018:1). It is this “messy middle” that warrants further investigation, and which the current 

study endeavoured to reveal.  

 

7.11 RESEARCH CONCLUSION 

Given the ongoing change processes facing business schools and the increasing pace 

and extent of changes facing organisations in general, the need to understand the 

underlying processes and practices that take place during change processes becomes 

crucial in understanding how individuals cope and succeed in responding to the changes 

facing them. The final process model proffers a dynamic combinatory framework that aims 

to shed light on the underlying processes and practices that make up strategic change 

within an evolving organisational context. Figure 33 depicts how key tacit knowledge 

sharing processes emerged during the process, and how these practices complemented 

the objectives knowledge sharing practices. Four central themes contributed to the key 

outcomes of the study. Firstly, the role played by “phronetic leadership” was discussed 

and how this enabled a shared context. Secondly, communities of practice were key in 

creating an enabling environment for learning and progress. The processes associated 

with the conceptualization and integration of knowledge, showed the important role of 

social processes and engagements embedded within the change process. Lastly, the 

cycles of iteration and adjustment were paramount in the sensemaking processes of 

faculty staff members. The current study responded to calls for more micro-level studies 

involving a dual process and practices lens, positioning temporality and process at the 

centre of the research process. The key outcomes of the study described in this chapter 

presented a more dynamic account of processes and practices embedded within change 

processes reconceptualising the interrelation between action, agency, and practice.   



292 

 

LIST OF REFERENCES 

 

AACSB. 2017. ‘Business School Data Guide’, Tampa, FL.  

 

AACSB.  2016. A collective vision for business education. [Online] Available from: 

https://www.aacsb.edu/publications/researchreports/collective-vision-for-business-

education [Accessed: 2 November 2020].  

 

Abell, P., Felin, T. & Foss, N.J. 2008. ‘Building micro foundations for the routines, 

capabilities and performance links’, Managerial and Decision Economics, 29: 489-502. 

 

African Economic Outlook. 2012. ‘Promoting youth employment in Africa. [Online] 

Available from: http://www.africaneconomicoutlook.org/en [Accessed: 15 May 2017].  

 

Ahmed, H., Balzarova, M. & Cohen, D.A. 2015. ‘Evolutionary change stimuli and 

moderators – evidence from New Zealand’, Journal of Organisational Change, 28(4): 516-

564. 

 

Ahrens, T. & Chapman, C.S. 2006. ‘Doing qualitative field research in management 

accounting: Positioning data to contribute to theory’, Accounting, Organisations and 

Society, 31(8): 819-841. 

 

Alajoutsijärvi, K., Juusola, K. & Siltaoja, M. 2015. ‘The legitimacy paradox of business 

schools: Losing by gaining?’, Academy of Management Learning & Education, 14(2): 277-

291. 

 

Albert, S., Ashforth, B.E. & Dutton, J.E. 2000. ‘Organisational identity and identification: 

charting new waters and building new bridges’, Academy of Management Review, 25(1): 

13-17. 

 

Albert, S. & Whetten, D. 1985. ‘Organisational identity’. In: Cummings, L.L. and Straw, 

B.M. eds. Research in organisational behaviour. Greenwich, CT: JAI Press. 263-295. 



293 

 

Altbach, P.G. 2006. ‘Tiny at the top’, Wilson Quarterly, 30:49-51.  

 

Altbach, P.G. 2013. The International Imperative in Higher Education. AW Rotterdam: 

Sense Publishers.  

 

Altbach, P.G., Reisberg, L. & Rumbley, L.E. 2009. Trends in global higher education: 

Tracking an academic revolution. A report prepared for the UNESCO World Conference 

on higher Education. [Online] Available from: 

http://www.uis.unesco.org/Library/Documents/trends-global-higher-education-2009-world-

conference-en.pdf. [Accessed: 2015-03-01]. 

 

Alvesson, M. & Willmott. 2002. ‘Identity Regulation as Organisational Control: Producing 

the Appropriate Individual’, Journal of Management Studies, 39(5): 619-644. 

 

AMBA. 2015. Game-changing, trend-setting: Collective voices on African management 

education, today and tomorrow. [Online] Available from: 

http://www.sabsa.co.za/presses/51.pdf [Accessed: 14 October 2020].  

 

AMBA. 2019. Application and enrolment report 2019. [Online] Available from: 

https://www.associationofmbas.com/wp-content/uploads/ 2020/01/AMBA_appenrol-

report_2019_FINAL_DIGITALSINGLES_111219.pdf [Accessed: 5 October 2020]. 

 

Anderson, P. & Meyer, A.D. 2017. ‘Complexity theory and process organisation studies.’ 

In: Langley, A & Tsoukas, H. eds. Process organisation studies. Los Angeles: SAGE.  

 

APPETD. 2014. International trends and challenges in higher education. A glimpse into 

the literature. [Online] Available from: 

http://www.dhet.gov.za/WORKSHOPS%20%20CONFERENCES/FREE%20STATE/PROF

%20KALIE%20STRYDOM-%20SUPPLEMENTARY%20DATA/HANDOUT%202.pdf. 

[Accessed: 2015-03-04]. 

 



294 

 

Arnold, M.W., Furlonger, D. & Jones, S. 2017. ‘Higher Education in Management: The 

Case of South Africa’. In: Dameron, S. & Durand, T. eds. The Future of Management 

Education: Challenges facing Business Schools around the World. London, UK: Palgrave 

Macmillan. 

 

Ashforth, B.E., Rogers, K.M. & Corley, K.G. 2011. ‘Identity in Organisations: Exploring 

Cross-Level Dynamics’, Organisation Science, 22(5): 1144-1156. 

 

Attride-Sterling, J. 2001. ‘Thematic networks: an analytical tool for qualitative research’, 

Qualitative Research, 1(3): 385-405. 

 

Baba, V.V. 2018. ‘On globalising business training in Africa: Toward a theory of business 

education and managerial competence’, Africa Journal of Management, 4(2): 137-157. 

 

Balogun, J. 2003. ‘From Blaming the Middle to Harnessing its Potential: Creating Change 

Intermediaries’, British Journal of Management, 14(1): 69-83. 

 

Balogun, J. 2006. ‘Managing change: Steering a Course between Intended Strategies and 

Unanticipated Outcomes’, Long Range Planning, 39(1): 29-49. 

 

Balogun, J., Bartunek, J.M. & Do, B. 2015. ‘Senior Managers’ Sensemaking and 

Responses to Strategic Change’, Organisation Studies, 26(4): 960-979. 

 

Balogun, J., Beech, N & Johnson, P. 2015. Researching strategists and their identity in 

practice: building ‘close-with’ relationships. In: Cambridge handbook of strategy as 

practice. Golsorkhi, D., Rouleau, L Seidl, D. & Vaara, E. eds. London: Cambridge 

University Press. 

 

Balogun, J., Best, K. & Lê, Jane. 2015. ‘Selling the object of strategy: How frontline 

workers realize strategy through their daily work’, Organisation Studies, 36(10): 1285-

1313. 

 



295 

 

Balogun, J., Gleadle, P., Hailey, V.H. & Willmott, H. 2005. ‘Managing Change Across 

Boundaries: Boundary-Shaking Practices’, British Journal of Management, 16: 261-278. 

 

Balogun, J., Huff, A.S. & Johnson, P. 2003. ‘Three responses to the Methodological 

Challenges of Studying Strategising’, Journal of Management Studies, 40(1): 197-224. 

 

Balogun, J., Jarzabkowski, P. & Seidl, D. 2007. Strategising activity and practice. In: 

Ambrosini, V. and Jenkins, M. eds. Advanced Strategic Management. Basingstoke: 

Palgrave. 196-214. 

 

Balogun, J., Jacobs, C., Jarzabkowski, P., Mantere, S. & Vaara, E. 2014. ‘Placing Strategy 

Discourse in Context: Sociomatereriality, Sensemaking and Power’, Journal of 

Management Studies, 51(2): 175-201. Doi. 10.1111/joms.12059. 

 

Balogun, J. & Johnson, P. 2004. ‘Organisational restructuring and middle manager 

sensemaking’, Academy of Management Journal, 47(4):523-549. 

 

Balogun, J. & Johnson, P. 2005. ‘From intended strategies to unintended outcomes: The 

impact of change recipient sensemaking’, Organisation Studies, 26(11):1573-1601. 

 

Balogun, J. & Rouleau, L. 2017. ‘Strategy-as-practice research on middle managers and 

sensemaking’. In: Floyd, S.W. & Wooldridge, B. eds. Handbook of Middle Management 

Strategy Process Research pp. 109-132. Northamption: Edward Elgar Publishing. 

 

Barnard, M. & Stoll, N. 2010. Organisational change management: A rapid literature 

review. Short Policy Report No. 10/01: University of Bristol [Online]. Bristol: Bristol Institute 

of Public Affairs. Available from: http://www.bristol.ac.uk/cubec/portal/pr1.pdf. [Accessed: 

2014-02-02]. 

 

Barnett, R. 2012. ‘Introduction.’ In: Barnett, R. ed. The Future University. New York NY: 

Routlegde. 1-11. 

 



296 

 

Barney, J.B., Bunderson, J.S., Foreman, P., Gustafson, L.T., Huff, A.S., Martins, L.L., 

Reger, R.K., Sarason, Y. & Stimpert, J.L. 1998. ‘A strategy conversation on the topic of 

organisational identity’. In: Whetten, D.A. & Godfrey, P.C. eds. Identity in organisations: 

Building theory through conversation. Thousand Oaks: SAGE Publications, INC. 

 

Bartel, C.A. & Garud, R. 2009. ‘The Role of Narratives in Sustaining Organisational 

Innovation’, Organisation Science, 20(1): 107-117. 

 

Bartunek, J.M. 1984. ‘Changing interpretive schemes and organisational restructuring: the 

example of a religious order’, Administrative Science Quarterly, 29: 355-372. 

 

Bartunek, J. M., Rousseau, D. M., Rudolph, J., & DePalma, J. 2006. ‘On the receiving end: 

Sensemaking, emotion, and assessments of an organisational change initiated by others’, 

Journal of Applied Behavioral Science, 42: 182–206. 

 

Basit, T.N. 2003. ‘Manual or electronic? The role of coding in qualitative data analysis’, 

Educational Research, 45(2): 143-154. 

 

Beech, N. & Johnson, P. 2005. ‘Discourses of disrupted identities in the practice of 

strategic change: The mayor, the street-fighter and the insider-out’, Journal of 

Organisational Change Management, 18(1): 31-47. 

 

Beehler, J.M. & Luethge, D.J. 2013. ‘Achieving success through quality: The role of 

accreditation and continuous improvement in management education’, In: Altman, a & 

Ebersberger, B. eds. Universities in Change: Managing Higher Education Institutions in 

the Age of Globalisation. New York: Springer.  

 

Bekhet, A.K. & Zauszniewski, J.A. 2012. ‘Methodological Triangulation: An Approach to 

Understanding Data’, Nurse Researcher, 20(2): 40-43. 

 

Belsky, S. 2018. The Messy Middle. UK: Penguin Random House.  

 



297 

 

Bennis, W.G. & O’Toole, J. 2005. How business schools lost their way. Harvard Business 

Review, 96-104. 

 

Berger, P.L. & Luckmann, T. 1966. The Social Construction of Reality. New York: Anchor 

Books.  

 

Berquist, W.H. 1992. The four cultures of the academy: Insights and strategies for 

improving leadership in collegiate organisations. San Francisco, CA: Jossey-Bass. 

 

Bess, J.L. & Dee, J.R. 2008. Understanding college and university organisations. Volume 

II. Sterling/Virginia: Stylus.  

 

Bezuidenhout, G. 2020. Social interactions shaping strategy – A case study at two small 

South African private higher education institutions. PhD thesis. University of South Africa, 

Pretoria.  

 

Bhengu, T., Cele, N. & Menon, K. 2006. ‘Value for money and quality in higher education’, 

South African Journal of Higher Education, 20(6):843-858. 

 

Birnbaum, R. 1991. How colleges work: The cybernetics of academic organisational and 

leadership. San Francisco: Jossey-Bass. 

 

Birnik, A. & Bilberry, J. 2008. ‘Reorienting the Business School Agenda: The Case for 

Relevance, Rigor and Righteousness’, Journal of Business Ethics, 82:985-999. 

 

Bitektine, A. 2011. ‘Toward a theory of social judgements of organisations: The case of 

legitimacy, reputation and status’, Academy of Management Review, 36(1):151-179. 

 

Bitzer, E. & de Jager, E. 2018. ‘The views of commerce students regarding “free” higher 

education in South Africa’, South African Journal of Higher Education, 32(4):12-36. 

 



298 

 

Bizzi, L. & Langley, A. 2012. ‘Studying processes in and around networks’, Industrial 

Marketing Management, 41(2): 224-234. 

 

Blackmur, D. 2006. ‘The South African MBA review and the principles of efficient 

regulation’, Quality in Higher Education, 12(1): 81-93. 

 

Boje, D.M. 1991. ‘The storytelling organisation – a study of story performance in an office-

supply firm’, Administrative Science Quarterly, 31:106-126. 

 

Boje, D.M. 2001. Narrative Methods for Organisational & Communication Research.  

SAGE Publications. 

 

Boje, D.M., Oswick, C. & Ford, J.D. 2004. ‘Introduction to Special Topic Forum: Language 

and Organisation: The Doing of Discourse’, The Academy of Management Review, 29(4): 

571. 

 

Bojovic, N., Sabatier, V. & Coblence, E. 2020. ‘Becoming through doing: How 

experimental spaces enable organisational identity work’, Strategic Organization, 18(1): 

20-49. 

 

Bourdieu, P. 1977. Outline of a Theory of Practice, trans. Richard, Nice, Cambridge: 

Cambridge University Press. 

 

Bourdieu, P. 1990. ‘Structures, habitus, practices’. In: The Logic of Practice. Cambridge: 

Polity. 

 

Bowen, G.A. 2009. ‘Document Analysis as a Qualitative Research Method’, Qualitative 

Research Journal, 9(2): 27- 40 

 

Brennan, J. & Shah, T. 2000. Managing quality in higher education. An international 

perspective on institutional assessment and change. Buckingham: Open University Press. 

 



299 

 

Brennan & Teichler. 2008. ‘The future of higher education and of higher education 

research’, Higher Education, 56:259-264. 

 

British Council, 2012. The shape of things to come: higher education global trends and 

emerging opportunities to 2020. UK: British Council.  

 

Brown, A.D. 1997. ‘Narcissism, identity and legitimacy’, Academy of Management Review, 

22:643-686. 

 

Brown, A.D. 1991. ‘Rhetoric, textuality and the postmodern turn in sociological theory’, 

Sociological Theory, 187-197. 

 

Brown, A.D. 2015. ‘Identities and Identity Work in Organisations’, International Journal of 

Management Reviews, 17: 20-40. 

 

Brown, A.D., Colville, I. & Pye, A. 2015. ‘Making Sense of Sensemaking in Organisation 

Studies’, Organisation Studies, 36(2): 265-277. 

 

Brown, J. & Duguid, P. 1991. ‘Organisational Learning and Communities of Practice: 

Toward a Unified View of Working, Learning and Innovation’ In: Lesser, E.L., Fontaine, 

M.A. & Slusher, J.A. eds. Knowledge and Communities, 99-121. 

 

Brown, A.D. & Humphreys, M. 2003. ‘Epic and tragic tales: making sense of change’, 

Journal of Applied Behavioural Science, 39: 121-144. 

 

Brown, A.D., Humphreys, M. & Gurney, P.M. 2005. ‘Narrative, identity and change: a case 

study of Laskarina Holidays’, Journal of Organisational Change Management, 18(4): 312-

326. 

 

Brown, A.D. & Thompson, E.R. 2013. ‘A narrative approach to strategy-as-practice’, 

Business History, 55(7): 1143-1167. 

  



300 

 

Brown, A.D. & Toyoki, S. 2013. ‘Identity work and legitimacy’, Organisation Studies, 34(7):  

875-896. 

 

Brown, S. 2013. Change management in higher education: An empirical approach. ICICTE 

2013 proceedings, 89-98. 

 

Bruner, R.F. & Iannarelli, J. 2011. ‘Globalisation of Management Education’, Journal of 

Teaching in International Business, 22(4): 232-242. 

 

Bruskin, S. 2019. ‘A drifting phenomenon: organisational change failure in a becoming 

view’, Journal of Organisational Change, 32(6): 605-620.  

 

Buchanan, D., & Dawson, P. 2007. ‘Discourse and audience: Organisational change as 

multi-story process’, Journal of Management Studies, 44: 669–686. 

 

Burgelman, R.A., Floyd, S.W., Laamanen, I., Mantere, S., Vaara, E. & Whittington, 2. 

2018. ‘Strategy processes and practices, Dialogues and intersections’, Strategic 

Management Journal, 39(3): 531-558. doi: 10.1002/smj.2741. 

 

Bürgi, P. & Oliver, D. 2008. Organisational Identity as a Strategy Practice’, Imagination 

Lab Foundation. 2005. [Online] Available from http://imagilab.org/publications.wp.html#61. 

Accessed [20 March 2017]. 

 

Burnes, B. 2004. ‘Kurt Lewin and the Planned Approach to Change: A Re-appraisal’, 

Journal of Management Studies, 41(6): 977-1002. 

 

Calderon, A. 2012. Massification continues to transform higher education. [Online] 

Available from: http:// www.universityworldnews.com/ article.php?story= 2012083 

1155341147. 

 

Caldwell, R. 2006. ‘Agency and change’, London: Routledge. 

 



301 

 

Campbell-Hunt, C. 2007. ‘Complexity in Practice’, Human Relations, 60(1): 793-823. 

 

Cardoso, F.E. & Lacarda, R.A.B. 2011. Strategy Implementation: Practical Activities 

Implementing the Deliberate Strategy. V Encontro de Estudos em Estratégia. 1-17. 

 

Carter, C.R., Clegg, S. & Kornberger, M. 2008. ‘Strategy as Practice?’, Strategic 

Organisation, 6(1):83-99. 

 

Chapman, C.S., Chua, W.F. & Mahama, H. 2015. ‘Actor-network theory and strategy as 

practice’, In: Golsorkhi, D., Rouleau, L., Seidl, D. & Vaara, E. eds. 2nd edition. Cambridge 

Handbook of Strategy as Practice. Cambridge University Press: Cambridge. 

 

CHE. 2004a. Framework for programme accreditation. [Online] Available from: 

http://www.che.ac.za/sites/default/files/publications/Programme_Accreditation_Framework

_Nov2004.pdf [Accessed on 2016/05/13]. 

 

CHE. 2004b. ‘The State of the MBA in South Africa’, Higher Education Monitor, 4, Pretoria: 

CHE.  

 

CHE. 2009. Higher education monitor: Postgraduate studies in South Africa: A statistical 

profile. (No.7). Pretoria: Council on Higher Education. 

 

CHE. 2012. National review manual for the re-accreditation of programmes. [Online] 

Available from: 

http://www.che.ac.za/sites/default/files/publications/National_Review_Manual.pd[Accessed 

on 2016/05/19). 

 

CHE. 2013. VitalStats. Available from: 

http://www.che.ac.za/sites/default/files/publications/Vital%20Stats%202013_web_0.pdf. 

[Accessed: 5 May 2016]. 

 



302 

 

CHE. 2014. Framework for institutional quality enhancement in the second period of 

quality assurance. [Online] Available from: https://www.uj.ac.za/corporateservices/quality-

promotion/Documents/quality%20docs/national/QEP%20Framework%20Feb%202014.pdf 

[Accessed: 5 May 2016] 

 

CHE. 2015. Council on higher education annual report 2014/2015. [Online] Available from: 

http://www.che.ac.za/media_and_publications/annual-reports/council-higher-education-

annual-report-201415. [Accessed: 5 May 2016]. 

 

CHE. 2016a. South African higher education reviewed: Two decades of democracy. 

Available online at:  

http://www.che.ac.za/sites/default/files/publications/CHE_South%20African%20higher%20

education%20reviewed%20-%20electronic.pdf. [Accessed: 8 November 2016]. 

 

CHE. 2016b. Post-School Education. [Online] Available from: 

http://www.che.ac.za/faqs/post_school_education?row=6. [Accessed: 8 November 2016] 

 

Chia, R. 1999. ‘A “rhizomic” model of organisational change and transformation: 

perspectives from a metaphysics of change’, British Journal of Management, 10:209-227. 

 

Chia, R. 2002. ‘Essai: Time, duration and simultaneity: rethinking process and change in 

organisational analysis’, Organisation Studies, 23(6): 863-868. 

 

Chia, R. 2014. ‘Reflections: In Praise of Silence Transformation – Allowing Change 

Through ‘Letting Happen’, Journal of Change Management, 14(1):8-27.  

 

Chia, R., & Holt, R. 2006, ‘Strategy as practical coping: a Heideggerian perspective’, 

Organisation Studies, 27(5): 635–55. 

 

Chia, R. & Holt, R. 2009. Strategy without design. Cambridge (UK): Cambridge University 

Press.  

 



303 

 

Chia, R. & MacKay, B. 2007. ‘Post-processual challenges for the emerging strategy-as-

practice perspective: Discovering strategy in the logic of practice’, Human Relations, 60(1): 

217-242. 

 

Chia, R. & Rasche, A. 2015. ‘Epistemological alternatives for researching strategy as 

practice: building and dwelling worldviews’. In: Golsorkhi, D., Rouleau, L., Seidl, D. & 

Vaara, E. eds. Cambridge Handbook of Strategy as Practice. Cambridge: Cambridge 

University Press. 

 

Child, J. 1972. ‘Organisational structure, environment and performance: the role of 

strategic choice’, Sociology, 6: 1-22. 

 

Clark, B.R. 1998. Creating entrepreneurial universities: organisational pathways to 

transformation. Oxford, New York, Tokto: IAU Press/Pergamon. 

 

Clark, R.B. 2004a. ‘Delineating the character of the entrepreneurial university’, Higher 

Education Policy, 17(4): 355-370. 

 

Clark, E. 2004b. ‘Power, Action and Constraint in Strategic Management: Explaining 

Enterprise Restructuring in the Czech Republic’, Organisation Studies, 25(4): 607-627. 

 

Clegg, S., Carter, C., Kornberger, M. & Schweitzer, J. 2011 Strategy. Theory & practice. 

London: Sage. 

  

Clegg, S. Rhodes, C. & Kornberger, M. 2007. ‘Desperately seeking legitimacy: 

organisational identity and emerging industries’, Organisation Studies, 28(4): 495-513. 

 

Cloete, N. 2016. ‘For sustainable funding and fees, the undergraduate system in South 

Africa must be restructured’, South Africa Journal of Science, 112(3-4): 1-5 

 

Cockburn, I.M., Henderson, R.M. & Stern, S. 2000. ‘Untangling the origins of competitive 

advantage’, Strategic Management Journal, 21(10/11):1123-45. 



304 

 

Colville, I. 1996. ‘Making sense of sensemaking’, Management Learning, 27(3): 151-153. 

 

Colville, I. 2009. ‘On the (be)coming and going of organisational change: prospect and 

retrospect in sensemaking’. In: Clegg, S.R.  & Cooper, C.L. eds. The SAGE handbook of 

organisational behaviour. London: SAGE publications.   

 

Colville, I., Hennestad, B. & Thoner, K. 2014. ‘Organising, changing and learning: A 

sensemaking perspective on an ongoing “soap story”’, Management Learning, 45(2): 216-

234. 

 

Cooper, T. & Skipton, M. 2013. ‘Revisiting the mission of the business school through 

scholarship of engagement’, Journal of Higher Education Theory and Practice, 13(3/4): 57-

71. 

 

Corbin, J. & Strauss, A. 2008. Basics of qualitative research: Techniques and procedures 

for developing grounded theory. 3rd edition. Thousand Oaks: Sage. 

 

Corley, K.G. 2002. Breaking away: An empirical examination of how organisational identity 

changes during a spin-off. Pennsylvania State University, The Graduate School, The Mary 

Jean and Frank, P. Smeal College of Business Administration, Pennsylvania. 

 

Corley K.G. & Gioia D.A. 2004. ‘Identity ambiguity and change in the wake of a corporate 

spin-off’, Administrative Science Quarterly, 49, 173–208. 

 

Cornel, C. 2015. Business schools adapt to a changing world. [Online] Available from: 

https://archive.macleans.ca/article/2015/11/2/business-schools-adapt-to-a-changing-world 

[Accessed: 6 May 2016].  

 

Cornelissen, J., Mantere, S. & Vaara, E. 2014. ‘The Contraction of Meaning: The 

Combined Effect of Communication, Emotions, and Materiality on Sensemaking in the 

Stockwell Shooting’, Journal of Management Studies, 51(5): 699-736. 

 



305 

 

Cornelissen, J. & Schildt, H. 2015. Sensemaking in strategy as practice: a phenomenon or 

a perspective. In: Golsorkhi, D., Rouleau, L., Seidl, D. & Vaara, E. eds. Cambridge 

Handbook of Strategy as Practice. Cambridge, MA: Cambridge University Press. 3-22. 

 

Cornuel, E. 2005. ‘The role of business schools in society’, Journal of Management 

Development, 24(9): 819-829. 

 

Cotton, J.L. & Stewart, A. 2013. ‘Evaluate your business school’s writings as if your 

strategy matters’, Business Horizons, 56(3): 323-331. 

 

Creed, W.E.D. & Scully, M.A. 2000. ‘Songs of Ourselves: Employees’ Deployment of 

Social Identity in Workplace’, Journal of Management Inquiry, 9(4): 391-412. 

 

Currie, G. & Brown, A.D. 2003. ‘A narratological approach to understanding processes of 

organising in UK hospital’, Human Relations, 56: 563-586. 

 

Currie, G., Davies. & Ferlie, E. 2016. ‘A Call for University-Based Business Schools to 

“Lower their Walls:” Collaborating with Other Academic Departments in Pursuit of Social 

Value’, Academy of Management Learning & Education, 15(4): 742-755. 

 

Czarniawska, B. 1998. A Narrative Approach to Organisation Studies. Thousand Oaks, 

CA:Sage. 

 

Dacin, T., Goodstein, J. & Scott, W.R. 2002. ‘Institutional theory and institutional change: 

Introduction to the Special Research Forum’, Academy of Management Journal, 45(1):45-

57. 

 

Daft, R.L. & Weick, K.E. 1984. ‘Towards a Model of Organisations as Interpretation 

Systems’, The Academy of Management Review, 9(2): 284-295. 

 

Dameron, S. & Durand, T. 2013. ‘Strategies for business schools in a multi-polar world’, 

Education + Training, 55(4): 323-335. 



306 

 

Dameron, S. & Durand, T. 2017. ‘Trends and Challenges in Management Education 

around the World’. In: Dameron, S. & Durand, T. eds. The Future of Management 

Education. Volume 1. London UK: Palgrave Macmillan. 

 

Dameron, S. & Durand, T. 2018. ‘Beyond Strategic Convergence: Designing 

Differentiation Strategies for Business Schools in a Multipolar World’. In: Dameron, S. & 

Durand, T. eds. The Future of Management Education. Volume 2. London UK: Palgrave 

Macmillan. 

 

Dameron, S. & Manceau, D. 2011. Quel impact des évaluations externes sur le système 

d’enseignement supérieur de gestion français ? Fondation Nationale pour l’Enseignement 

de la Gestion des Entreprises (FNEGE) Report. 

 

Dasborough, M., Lamb, P. & Suseno, Y. 2015. ‘Understanding emotions in higher 

education change management’, Journal of Organisational Change Management, 28(4): 

579-590. 

 

Da Silva, E.R. & Gonçalves, C.A. 2016. ‘Practice genealogy and its implications for 

strategy as practice’, RAM, REV.ADM. MACKENZIE, 17(4): 130-152. 

 

Datar, S.M., Garvin, D.A. & Cullen, P.G. 2011. ‘Rethinking the MBA: business education at 

a crossroads’, Journal of Management Development, 30(5): 451-462. 

 

Davis, A., Jansen van Rensburg, M. & Venter, P. 2016. ‘The impact of managerialism on 

the strategy work of university middle managers’, Studies in Higher Education, 41(8): 

1480-1494. 

 

Davis, J.P., Eisenhardt, K.M. & Bingham, C.B. 2009. 'Optimal structure, market dynamism, 

and the strategy of simple rules', Adminsitrative Science Quarterly, 54(3). 413-452. 

 



307 

 

Davis, P.S., Allen. J.A. & Dibrell, C. 2012. ‘Fostering strategic awareness at an 

organisation’s boundary’, Leadership & Organisation Development Journal, 33(4): 322-

341. 

 

Dawson, P. & Buchanan, D. 2005. ‘The way it really happened: Competing narratives in 

the political process of technological change’, Human Relations, 58(7): 845-865. 

 

De Certeau, M. 1984. The Practice of Everyday Life. Berkeley: University of California 

Press.   

 

Deem, R. & R. J. Johnson (2000). Managerialism and university managers: building new 

academic communities or disrupting old ones? In: I. McNay, eds. Higher Education and its 

Communities, Buckingham, Open University Press. Buckingham, Open University Press. 

 

Deephouse, D.L. & Carter, S.M. 2005. ‘An examination of differences between 

organisational legitimacy and organisational reputation’, Journal of Management Studies, 

42: 329-360. 

 

Degn, L. 2015. ‘Sensemaking, sensegiving and strategic management in Danish higher 

education’, Higher Education, 69:901-913. 

 

De La Ville, V.I. & Manoud, E. 2015. ‘A narrative approach to strategy as practice: 

Strategy making from texts and narratives’. In: Golsorkhi, D., Rouleau, L., Seidl, D. & 

Vaara, E. eds. Cambridge Handbook of Strategy as Practice. 2nd edition. Cambridge, MA: 

Cambridge University Press. 3-22.  

 

Denis, J.L., Langley, A. & Rouleau, L. 2007. ‘Strategising in pluralistic contexts: Rethinking 

theoretical frames’, Human Relations, 60(1). 179-215. 

 

Department of Education. 1997. Curriculum 2005: Lifelong learning for the 21st century. 

Pretoria: Department of Education. 

 



308 

 

DHET. Not dated. Global and national trends influencing higher education in South Africa. 

[Online] Available from: 

http://www.dhet.gov.za/WORKSHOPS%20%20CONFERENCES/FREE%20STATE/PROF

%20KALIE%20STRYDOM-%20SUPPLEMENTARY%20DATA/HANDOUT%202.pdf 

[Accessed: 2016-02-13]. 

 

DHET. 2015. Revitalising and Transforming the Academic Profession. [Online] Available 

from: http://www.ssauf.dhet.gov.za/Content/Foreword%20by%20Minister.pdf [Accessed: 5 

June 2016]. 

 

DHET 2016. Transforming Higher Education for a transformed South Africa in a 21st 

Century World: A Call to Action. 2nd National Higher Education Summit. [Online] Available 

from:https://www.justice.gov.za/commissions/FeesHET/docs/2015-Report-

SecondNationalHETSummit.pdf [Accessed: 5 May 2017] 

 

DHET. 2018. Statistics on Post-School Education and Training in South Africa. [Online] 

Available from: 

https://www.dhet.gov.za/DHET%20Statistics%20Publication/Statistics%20on%20Post-

School%20Education%20and%20Training%20in%20South%20Africa%202016.pdf 

[Accessed: 2 November 2020]. 

 

DiMaggio, P.J. & Powell, W.W. 1983. ‘The iron cage revisited: institutional isomorphism 

and collective rationality in organisational fields’, American Sociological Review, 48: 147-

160. 

 

Dowling-Hetherington, L. 2014. ‘University change in Ireland: Understanding the ‘what’, 

the ‘why’ and the ‘how’, Educational Management Administration & Leadership, 1-18. 

 

Doz, Y. & Kosonen, M. 2008. ‘The Dynamics of Strategic Agility: Nokia’s Rollercoaster 

Experience’, California Management Review, 50(3): 95-118. 

 



309 

 

Doz, Y.L. & Kosonen, M. 2010. ‘Embedding Strategic Agility’, Long Range Planning, 43: 

370-382. 

 

Duffy, M. & O’Rourke, B.K. 2015. ‘Dialogue in Strategy Practice: A Discourse Analysis of a 

Strategy Workshop’, International Journal of Business Communication, 52(4): 404-426. 

 

Durand, T. & Dameron, S. 2017. ‘Trends and Challenges in Management Education 

around the world’. In:  Dameron, S. & Durand, T. eds. The Future of Management 

Education: Challenges facing Business Schools around the World. Volume 1. London, 

United Kingdom: Palgrave Macmillan. 

 

Durand, R. & McGuire, J. 2005. ‘Legitimating Agencies in the Face of Selection: The Case 

of AACSB’, Organisation Studies, 26(2): 165-196. 

 

Dutton, J. E., Ashord, S.J., O'Neill, R.M. & Lawrence, K.A. 2001. ‘Moves that Matter: Issue 

selling and organizational change’, Academy of Management Journal, 44, pp. 716–36. 

 

Dutton, J. E., & Dukerich, J. M. 1991. ‘Keeping an eye on the mirror: Image and identity in 

organisational adaptation’, Academy of Management Journal, 34: 517–554. 

 

Dyer, W., Gibb, Jr. & Wilkins, A.L. 1991. ‘Better stories, not better constructs to generate 

better theory: A rejoinder to Eisenhardt’, Academy of Management Review, 16(3): 613-

619. 

 

Dykman, C.A. and Davis, C.K. 2008. ‘Online Education Forum: Part One – The Shift 

toward Online Education’, Journal of Information Systems Education, 19(1): 11-16. 

 

Eckel, P. & Kezar, A. 2003. Taking the reins: Institutional transformation in higher 

education. Phoenix, AZ: ACE/ORYX Press. 

 



310 

 

Eisenhardt, K.M., Furr, N.R. & Bingham, C.B. 2010. ‘CROSSROADS – Microfoundations 

of Performance: Balancing Efficiency and Flexibility in Dynamic Environments’, 

Organisation Science, 21(6): 1263-1273. 

 

Eisenhardt, K. M. & Graebner, M. E. 2007 ‘Theory building from cases: Opportunities and 

challenges’, Academy of Management Journal, 50(1), pp. 25–32. 

 

Elbasha, T. & Avetisyan, E. 2018. ‘A framework to study strategising activities at the field 

level: The example of CSR rating agencies’, European Management Journal, 36: 38-46. 

 

Elsbach, K.D. & Kramer, R.M. 1996. ‘Members’ Responses to Organisational Identity 

Threats: Encountering and Countering the Business Week Rankings’, Administrative 

Science Quarterly, 41(3): 442-476. 

 

Evans, N. & Henrichsen, L. 2008. ‘Long-term strategic incrementalism: An approach and a 

model for bringing about change in higher education’, Innovative Higher Education, 33: 

111-124. 

 

Eysenck, M.W. 1976. ‘Arousal, learning, and memory’, Psychological Bulletin, 83(3): 389-

404. 

 

Farrugia, C.A. & Lane, J.E. 2013. ‘Legitimacy in Cross-Border Higher Education: 

Identifying Stakeholders of International Branch Campuses’, Journal of Studies in 

International Education, 17(4): 414-432. 

 

Fauré, B. & Rouleau, L. 2011. ‘The strategic competence of accountants and middle 

managers in budget making’, Accounting Organisations and Society, 36(3):  167-182. 

 

Feldman, M.S. 2000. ‘Organisational routines as a source of continuous change’, 

Organisation Science, 11(6): 611-629. 

 



311 

 

Feldman, M.S. & Orlikowski, W.J. 2011. ‘Theorizing Practice and Practicing Theory’, 

Organisation Science, 22(5): 1240-1253. 

 

Fenton, C. & Langley, A. 2011. ‘Strategy as practice and the Narrative Turn’, Organisation 

Studies, 32(9): 1171-1196. 

 

Financial Times. 2019. How business schools compete in a disrupted market. [Online]. 

Available from: https://www.ft.com/content/6a77610e-76f2-11e9-b0ec-7dff87b9a4a2 

[Accessed: 10 October 2020]. 

 

Findlow, S. 2012. ‘Higher education change and professional-academic identity in newly 

‘academic’ disciplines: the case of nurse education’, Higher education, 63:117-133. 

Fiol, C. 1991. ‘Managing Culture as a Competitive Resources: An Identity-Based View of 

Sustainable Competitive Advantage’, Journal of Management, 17: 191-211. 

 

Fish, S.L. & Dorris, J.M. 1975. ‘Phenomenology and communication research’, Journal of 

Applied Communication Research, 3: 9-26. 

 

Floersch, J., Longhofer, J.L., Kranke, D. & Townsend, L. 2010. ‘Integrating Thematic, 

Grounded Theory and Narrative Analysis: A Case Study of Adolescent Psychotropic 

Treatment’, Qualitative Social Work, 9(3): 407-425. 

 

Floyd, S.W & Wooldridge, B. 1994. ‘Dinosaurs or dynamos? Recognizing middle 

management’s strategic role’, Academy of Management Perspectives, 8(4): 47-57 

 

Flyvbjerg, B. 2006. ‘Five Misunderstandings about Case-Study Research’, Qualitative 

Inquiry, 12(2): 219-245. 

 

Ford, J.D., Ford, L.W. & D’Amelio, A. 2008. ‘Resistance to change: The rest of the story’, 

Academy of Management Review, 33: 362-377. 

 



312 

 

Ford, J.D. & Ford, L.W. 2009. ‘Resistance to change: A re-examination and extension’. In: 

Woodman, R.W., Pasmore, W.A. & Shani (Rami), A.B. eds. Research in Organisational 

Change and Development (Research in Organisational Change and Development, Vol. 

17). Bingley: Emerald Group Publishing Limited. 211-239.  

 

Foucault, M. 1977. Discipline and Punish: The Birth of the Prison. New York: Vintage. 

 

Frick, L. & Kapp, C. 2009. The professional development of academics. In pursuit of 

scholarship. In: Bitzer, E. ed. Higher education in South Africa. A scholarly look behind the 

scenes. Stellenbosch: SUN MeDIA Stellenbosch.  

 

Friga, P.N., Bettis, R.A. & Sullivan, R.S. 2003. ‘Changes in graduate management 

education and new business school strategies for the 21st century’, Academy of 

Management Learning and Education, 2(3):233-249. 

  

Fullan, M.G. 2001. The new meaning of educational change, 3rd ed. New York: Teachers 

College Press.  

 

Fumasoli, T. & Stensaker, B. 2013. ‘Organisational studies in higher education: a reflection 

on historical themes and prospective trends’, Higher Education Policy, 26: 479-496. 

 

Gall, M.D., Borg, J.P. & Gall, J.P. 1996. Educational Research. 6th edition. White Plains, 

NY: Longman Publishers USA. 

 

Garfinkel, H. 1967. Studies in Ethnomethodology. Englewood Cliffs NJ: Prentice Hall. 

 

Garud, R. & Van de Ven, A. H. 2002. ‘Strategic change processes’. In: Pettigrew, A., 

Thomas, H., & Whittington, R. eds. Handbook of Strategy and Management. Thousand 

Oaks: SAGE publications. 

 

Geertz, C. 1973. Thick Description: Toward an Interpretive Theory of Culture. New York: 

Basic Books Inc.  



313 

 

Gehman, J., Glaser, V.L., Eisenhardt, K.M., Gioia, D., Langley, A. & Corley, K.G. 2018. 

‘Finding Theory-Method Fit: A Comparison of Three Qualitative Approaches to Theory 

Building’, Journal of Management Inquiry, 27(3): 284-300. 

 

Gehman, J., Trevino, L. & Garud, R. 2013. 'Values work: A process study of the 

emergence and performance of organizational values practices', Academy of Management 

Journal, 56, pp. 84-112. 

George, J.M. & Jones, G.R. 2001. ‘Towards a process model of individual change in 

organisations’, Human Relations, 54(4): 419-444. 

 

Gephart, R.P. 1993. ‘The textual approach: Risk and blame in disaster sensemaking’, 

Academy of Management Journal, 36(6): 1465-1514. 

 

Gephart, R.P., Topal, C. & Zhang, Z. 2010. ‘Future-orientated sensemaking: Temporalities 

and institutional legitimation’. In: Hernes, T. & Maitlis, S. eds. Process, sensemaking and 

organising. London: Oxford University Press. 1-46 

 

Ghemawat, P. 2002. ‘Competition and business strategy in historical perspective’, 

Business History Review, 76: 37-74. 

 

Ghoshal, S. 2005. ‘Bad Management Theories are destroying Good Management 

Principles’, Academy of Management Learning & Education, 4(1): 75-91. 

 

Giddens, A. 1979. Time, Space, Social Change. In: Central Problems in Social Theory. 

Contemporary Social Theory. London: Palgrave. 

 

Giddens, A. 1984. The Constitution of Society. Oxford: Polity Press. 

 

Gioia, D. A. 1998. From individual to organisational identity. In: Whetten, D. & Godfrey, P. 

eds. Identity in organisations: Building theory through conversations. Thousand Oaks, CA: 

Sage. 17-31. 

 



314 

 

Gioia, D.A. 2006. ‘On Weick: An Appreciation’, Organisation Studies, 27(11): 1709-1721 

 

Gioia, D.A. & Chittipeddi, K. 1991. ‘Sensemaking and Sensegiving in Strategic Change 

Initiation’, Strategic Management Journal, 12(6): 433–448. doi: 10.1002/smj.4250120604. 

 

Gioia, D.A. & Corley, K.G. 2002. ‘Being Good versus Looking Good: Business School 

Rankings and the Circean Transformation from Substance to Image’, Academy of 

Management Learning & Education, 1(1): 107-120. 

 

Gioia, D.A. & Corley, K.G. 2004. ‘Identity Ambiguity and Change in the Wake of a 

Corporate Spin-off’, Administrative Science Quarterly, 49(2): 173-208. 

 

Gioia, D.A. & Mehra, A. 1996. Book review: ‘Sensemaking in Organisations’, Academy 

Management Review, 21(4): 1226-1230. 

 

Gioia, D. A., Nag, R. & Corley, K. G. 2012. ‘Visionary Ambiguity and Strategic Change: 

The Virtue of Vagueness in Launching Major Organizational Change’, Journal of 

Management Inquiry, 21(4): 364–375. doi: 10.1177/1056492612447229. 

 

Gioia, D.A., Patvardhan, S.D., Hamilton, A. L. & Corley, K.G. 2013. ‘Organisational Identity 

Formation and Change’, The Academy of Management Annals, 7(1): 123-193.  

 

Gioia, D.A., Schultz, M & Corley, K.G. 2000. ‘Organisational identity, image and adaptive 

instability’, Academy of Management Review, 25: 63-81. 

 

Gioia, D.A. & Thomas, J.B. 1996. ‘Identity, Image, and Issue Interpretation: Sensemaking 

during Strategic Change in Academia’, Administrative Science Quarterly, 41:370-403. 

 

Gioia, D.A., Thomas, J.B., Clark, S.M. & Chittipeddi, K. 1994. ‘Symbolism and Strategic 

Change in Academia: The Dynamics of Sensemaking and Influence’, Organisation 

Science, 5(3):363-383. 

 



315 

 

Golant, B.D. & Sillince, J.A.A. 2007. ‘The constitution of organisational legitimacy: a 

narrative perspective’, Organisation Studies, 28: 1149-1167. 

 

Golden-Biddle, K. & Locke, K.D. 2007. Composing qualitative research. 2nd edition. 

Thousand Oaks, CA: Sage. 

 

Golsorkhi, D., Rouleau, L., Seidl, D. & Vaara, E. 2015. Introduction: What is Strategy as 

Practice? In: Golsorkhi, D., Rouleau, L., Seidl, D. & Vaara, E. eds. Cambridge handbook 

of Strategy as Practice. 2nd edition.  New York: Cambridge University Press. 

 

Gornitkza, A. 1999. ‘Governmental policies and organisational change in higher 

education.’, Higher Education, 38: 5-31. 

 

Gornitzka, A. & Maassen, P. 2000. Analyzing organisational change in higher education. 

[Online] Available from: http://dx.doi.org/10.1016/S0195-6310(00)80021-6 [Accessed: 4 

May 2016].  

 

Gouws, A & Wagdid, Y. 2006. ‘Higher education quality assurance in South Africa: 

Accreditation in perspective’, South African Journal of Higher Education, 20(6): 751-761. 

 

Grant, D., Hardy, C., Oswick, C. & Putnam, L. 2004. Sage Handbook of Organisational 

Discourse. London: Sage.   

 

Grant, C. & Osanloo, A. 2014. ‘Understanding, selecting, and intergrating a theoretical 

framework in dissertation research: Creating the blueprint for your “House”’, Administrative 

Issues Journal: Connecting Education, Practice and Research, 4(2): 12-26. 

 

Guba, E. & Lincoln, Y. 2005. Paradigmatic controversies, contradictions and emerging 

confluences’. In: Denzin, N. & Lincoln, Y. eds. The Sage Handbook of Qualitative 

Research. 3rd edition. Thousand Oaks, CA: Sage. 191-216. 

 



316 

 

Gumport, P.J. 2000. ‘Academic restructuring: Organisational change and institutional 

imperatives’, Higher Education, 29: 67-91. 

 

Hannon, M.T. & Freeman, F. 1989. Organizational Ecology. Cambridge, MA: Harvard 

University Press.  

 

Hautz, J., Seidl, D. & Whittington, R. 2017. ‘Open Strategy: Dimensions, Dilemmas, 

Dynamics’, Long Range Planning, 50(3): 298-309. 

 

Halász, G. Not dated. Organisational change and development in higher education. 

[Online] Available from: http://halaszg.ofi.hu/download/EHEMD.pdf. [Accessed: 22 June 

2016]. 

 

Harley, B. 2019. ‘Confronting the Crisis of Confidence in Management Studies: Why 

Senior Scholars Need to Stop Setting a Bad Example’, Academy of Management Learning 

& Education, 18(2): 286-297.   

 

Hatch, M.J. & Schultz, M. 1997. ‘Relations between organisational culture, Identity and 

Image’, European Journal of Marketing, 31(5/6): 356-365 

 

Hatch, M.J. & Schultz, M. 2002. ‘The Dynamics of Organisational Identity’, Human 

Relations, 55(8): 989-1018. 

 

Hatch, M.J., Schultz, M. & Skov, A.M. 2015. ‘Organisational identity and culture in the 

context of managed change: Transformation in the Carlsberg Group, 2009-2013’, 

Academy of Management Discoveries, 1(1): 56-88. 

 

He, H. & Baruch, Y. 2010. ‘Organisational identity and legitimacy under major 

environmental changes: Tales of two UK building societies’, British Journal of 

Management, 21: 44-62. 

 



317 

 

Hedmo, T. 2002. The europeanisation of business education. In: R.P. Amdam, R. 

Kvalshaugen, E. Larsen and Associates. eds. Inside the business schools: the content of 

European business education. Copenhagen: CBS Press, 247-266. 

 

Hendry, J. 2000. ‘Strategic Decision Making, Discourse and Strategy as Social Practice’, 

Journal of Management Studies, 37(7): 955-977. 

 

Hendry, J. & Seidl, D. 2003. ‘The structure and significance of strategic episodes: social 

systems theory and the routine practices of strategic change’, Journal of Management 

Studies, 40: 175-196. 

 

HEQC, 2001. Founding document. Council on higher education. [Online] Available from: 

http://www.che.ac.za/sites/default/files/publications/HEQC_Founding_document_web_200

1.pdf. [Accessed: 5 May 2015] 

 

HEQC. 2001. Founding document. Pretoria: CHE. 

 

Hernes, T. & Schultz, M. 2017. ‘A Temporal Understanding of the Connections between 

Organisational Culture and Identity’. In: Langley, A. & Tsoukas, H. eds. The SAGE 

Handbook of Process Organisation Studies. Thousand Oaks: SAGE Publications.  

 

Herepath, A. 2014. ‘In the loop: A realist approach to structure and agency in the practice 

of strategy’, Organisation Studies, 35(6): 857-879. 

 

Hesse-Biber, S.N. & Leavy, P. 2011. The practice of qualitative research. 2nd ed. 

Thousand Oaks, CA: Sage. 

 

Higher Education South Africa (HESA). 2014. Annual Report 2014. [Online] Available 

from: https://www.usaf.ac.za/wp-content/uploads/2016/09/HESA-Annual-report-2014-

FINAL-LR.pdf [Accessed: 2 April 2016].  

 



318 

 

Hodgkinson, G.P. & Wright, G. 2006. ‘Neither Completing the Practice Turn, Nor Enriching 

the Process Tradition: Secondary Misinterpretations of a Case Analysis Reconsidered’, 

Organisation Studies, 27(12): 1895-1901. 

 

Holstein, J., Starkey, K. & Wright, M. 2018. ‘Strategy and narrative in higher education’, 

Strategic Organization, 16(1): 61-91. 

 

Hommel, U. & Thomas, H. 2014. ‘Research on business schools’. In: Pettigrew, A.M., 

Cornuel, E. & Hommel, U. eds. The institutional development of business schools. United 

Kingdom: Oxford University Press. 

 

Hopwood, A.G. & Miller, P. 1994. Accounting as Social and Institutional Practice. 

Cambridge: Cambridge University Press. 

 

Horn, M. 2020. Defining Higher Education’s New Normal. [Online] Accessed from: 

https://evolllution.com/revenue-streams/market_opportunities/defining-higher-educations-

new-normal-2/ [Accessed: 1 December 2020]. 

 

Houston, D. 2007. ‘Rethinking quality and improvement in higher education’, Quality 

Assurance in Education, 16(1):61-79. 

 

Howard-Grenville, J., Metzger, M.L. & Meyer, A.D. 2013. ‘Rekindling the Flame: Processes 

of Identity Resurrection’, Academy of Management Journal, 56(1): 113-136. 

 

Hudson, B. & Okhuysen, G.A. 2009. ‘Not with a Ten-Foot Pole: Core Stigma, Stigma 

Transfer, and Improbable Persistence of Men’s Bath houses’, Organisation Science, 20(1): 

134-153. 

 

Humphreys, M. & Brown, A.D. 2002. ‘Narratives of organisational identity and 

identification: a case study of hegemony and resistance’, Organisation Studies, 23(3):421-

47. 

 



319 

 

Ingold, T. 2000. The Perception of the Environment: Essays on livelihood, dwelling and 

skill. London and New York: Routlege. 

 

Iniguez de Onzono, S. & Carmona, S. 2007. ‘The changing business model of B-schools’, 

Journal of Management Development, 26(1): 22-32. 

 

Institute for Public Policy Research (IPPR). 2013. An avalanche is coming: Higher 

Education and the revolution ahead. London: Institute of Public Policy Research. 

 

Isaac, S.B.A. 2010. Lessons from the South African national qualifications framework. 

[Online] Available from: http://www.saqa.org.za/docs/papers/2010/norway_paper.pdf. 

[Accessed: 2015-07-20]. 

 

Jamali, D. 2005. ‘Changing management paradigms: implications for education 

institutions’, The Journal of Management Development, 24(1/2): 104-115. 

Jansen, J. 2009. ‘The curriculum as an institution in higher education’. In: Bitzer, E. ed. 

Higher education in South Africa - A scholarly look behind the scenes. Stellenbosch: SUN 

MeDIA Stellenbosch. 

 

Jansson, N., Lunkka, N., Suhonen, M., Meriläinen. & Wiik, H. 2020. ‘The emergence of 

sensemaking through socio-material practices’, Journal of Organisational Change 

Management, 33(4): 597-607. 

 

Jarzabkowski, P. 2003. ‘Strategic Practices: An activity theory perspective on continuity 

and change’, Journal of Management Studies, 40(1): 23-55. 

 

Jarzabkowski, P. 2004. ‘Strategy as Practice: Recursiveness, Adaptation, and Practices-

in-use’, Organisation Studies, 25(4): 529-560. 

 

Jarzabkowski, P. 2005. Strategy as Practice: An Activity Based Approach. London: Sage 

Publications Ltd. 

 



320 

 

Jarzabkowski, P. 2008. ‘Shaping strategy as a Structuration Process’, Academy of 

Management Journal, 51(4): 621-650. 

 

Jarzabkowski, P., Balogun, J. & Seidl, D. 2007. ‘Strategising: The challenges of a practice 

perspective’, Human Relations, 60(1):5-27. 

 

Jarzabkowski, P. & Fenton, E. 2006. ‘Strategising and organizing in pluralistic contexts’, 

Long Range Planning, 39(6): 631-648. 

 

Jarzabkowski, P. & Kaplan, S. 2010. ‘Taking “strategy-as-practice” across the Atlantic’. In: 

Joel, A.C. & Lampel, J, eds. The Globalization of Strategy Research (Advances in 

Strategic Management, Vol. 27). Bingley: Emerald Group Publishing. 51-71. 

 

Jarzabkowski, P. & Kaplan, S. 2015. ‘Strategy tools-in-use: A framework for understanding 

“technologies of rationality” in practice’, Strategic Management Journal, 36(4): 537-558.  

 

Jarzabkowki, P., Kaplan, S., Seidl, D. & Whittington, R. 2016. ‘On the risk of studying 

practices in isolation: Linking what, who, and how in strategy research’, Strategic 

Organisation, 14(3): 270-274. 

 

Jarzabkowski, P., Lȇ, J. & Balogun, J. 2019. ‘The Social Practice of Coevolving Strategy 

and Structure to Realize Mandated Radical Change’, Academy of Management Journal, 

62(3).  

 

Jarzabkowski, P., Lȇ, J. & Spee, P. 2017. ‘Taking a Strong Process Approach to Analyzing 

Qualitative Process Data’. In: Langley, A. & Tsoukas, H. eds. The SAGE Handbook of 

Process Organisation Studies. London: SAGE Publications. 

 

Jarzabkowski, P., Matthiesen, J. & Feldman, 2009. Organising to reorganise: Doing end-

to-end management in Practice. UK: Aston University. 

 



321 

 

Jarzabkowski, P. & Spee, A.P. 2009. ‘Strategy-as-practice: A review and future directions 

for the field’, International Journal of Management Reviews, 11(1):69-95 

 

Jarzabkowski, P. & Seidl, D. 2008. ‘The Role of Meetings in the Social Practice of 

Strategy’, Organisation Studies, 29(11): 1391-1426. 

  

Jarzabkowski, P. & Whittington, R. 2008. ‘A Strategy-as-Practice Approach to Strategy 

Research and Education’, Journal of Management Inquiry, 17(4):282-286. 

 

Jarzabkowski, P. & Wilson, D.C. 2002. ‘Top teams and strategy in a UK University’, 

Journal of Management Studies, 39(3): 355-381. 

 

Johnson, C. Dowd, T.J. & Ridgeway, C.L. 2006. ‘Legitimacy as a social process’, Annual 

Review of Sociology, 32: 53-78. 

 

Johnson, P., Balogun, J. & Beech, N. 2010. ‘Researching strategists and their identity in 

practice: building ‘close-with’ relationships’. In: Golsorkhi, D., Rouleau, l., Seidl, D. & 

Vaara, E. eds. The Cambridge Handbook of Strategy as Practice. Cambridge: Cambridge 

University Press. 

 

Johnson, G, Langley, A., Melin, L. & Whittington, R. 2007. Strategy as Practice: Research 

Directions and Resources. Cambridge: Cambridge University Press. 

 

Johnson, G., Melin, L. & Whittington, R. 2003. ‘Guest editors introduction: Micro strategy 

and strategising: Towards an activity-based view’, Journal of Management Studies, 40(1): 

3-22. 

 

Joubert, J.P. & Martins, N. ‘Staff responsiveness to transformation initiatives and diversity 

at a South African University’, Africa Education Review, 10(1):111-131. 

 

JSE. 2020. Learning Curve. [Online] Available from: http://www.jsemagazine.co.za/jse-

supplement/moocs-and-education-on-a-learning-curve/ [Accessed: 28 November 2020]. 



322 

 

Julian, S.D. & Ofori-Dankwa, J.C. 2006. ‘Is accreditation good for the strategic decision 

making of traditional business schools?’, Academy of Management Learning & Education, 

5(2):225-233. 

 

Kalfa, S. & Taksa, L. 2017. ‘Employability, managerialism and performativity in higher 

education: A relational perspective’, Higher Education, 74(4): 687-699. 

 

Kaplan, S. 2008. ‘Framing Contests: Strategy Making Under Uncertainty’, Organisation 

Science, 19(5): 729-752. 

 

Kaplan, A. 2018. ‘A school is “a building that has four walls…with tomorrow inside”: 

Towards the reinvention of the business schools’, Business Horizons, 61: 599-608. 

 

Kaplan, S. Orlikowski, W.J. 2012. ‘Temporal Work in Strategy Making’, Organisation 

Science, 24(4): 965-995. 

 

Kappler, F. 2007. A practice-based perspective on strategic change. PhD thesis. 

University of St. Gallen, Bamberg. 

 

Kearney, M. & Yelland, R. 2010. Higher education in a world changed utterly: Doing more 

with less. Proceedings of the OECD/IMHE Conference, Paris, 13-15 September, 2010. 

OECD Publications.  

 

Keevy, J. 2013. ‘The national qualifications framework in South Africa: 1995-2013’, 

International Journal of Continuing Education and Lifelong learning, 6(1): 20-35.   

 

Kezar, A. 2013. ‘Understanding sensemaking/sensegiving in transformational change 

processes from the bottom up’, Higher Education, 65:761-780 

 

Kezar, A., Bertram Gallant, T., & Lester, J. 2011. ‘Everyday people making a difference on 

college campuses: the tempered grassroots leadership tactics of faculty and staff’, Studies 

in Higher Education, 36(2): 129-151. 



323 

 

Khurana, R. 2007. From Higher Aims to Hired Hands: The Social Transformation of 

America Business Schools and the Unfulfilled Promise of Management as Profession. 

Princeton University Press. 

 

Khurana, R. & Nohria, N. 2008. ‘It’s Time to Make Management a True Profession’, 

Harvard Business Review. October 2008.  

 

King, B.G. & Whetten, D.A. 2008. ‘Rethinking the Relationship Between Reputation and 

Legitimacy: A Social Actor Conceptualization’, Corporate Reputation Review, 11: 192-207.  

Kitchener, M. & Delbridge, R. 2020. ‘Lessons from creating a Business School for public 

good: Obliquity, waysetting and wayfinding in substantively rational change’, Academy of 

Management Learning & Education, 19(3): 307-322. 

 

Knight, J.  2014. ‘Is Internationalisation of Higher Education having an Identity Crisis?’, In: 

Maldonado-Maldonado, A. & Bassett, R.M. eds. The Forefront of International Higher 

Education. Dordrecht: Springer.  

 

Klein, K.J. & Kozlowski, S.W.J. 2000. Multilevel Theory, Research, and Methods in 

Organisations: Foundations, Extensions, and New Directions. San Francisco: Jossey-

Bass. 

 

Knights, D. & Morgan, G. 1991. ‘Corporate Strategy, Organisations and Subjectivity: A 

Critique. Organisation Studies’, 12(2): 251-273. 

 

Kondacki, Y. & Van den Broeck, H. 2009. ‘Institutional imperatives versus emergent 

dynamics: a case study on continuous change in higher education’, Higher Education, 58: 

439-464 

 

Konlechner, S., Latzke, M., Güttel, W.H. & Höfferer, E. 2019. ‘Prospective sensemaking, 

frames and planned change interventions: A comparison of change trajectories in two 

hospital units’, Human Relations, 72(4): 706-732. 

 



324 

 

Kostova, T. & Zaheer, S. 1999. ‘Organisational Legitimacy under Conditions of 

Complexity: The Case of the Multinational Enterprise’, The Academy of Management 

Review, 24(1): 64-81. 

 

Kotter, J.P. & Schlesinger, L.A. 2008. ‘Choosing strategies for change’, Harvard Business 

Review. July/August: 1-14. 

 

Kouamé, S. & Langley, A. 2018. ‘Relating microprocesses to macro-outcomes in 

qualitative strategy process and practice research’, Strategic Management Journal, 39(3):  

559–581. doi: 10.1002/smj.2726. 

 

Kraak, A. 1999. ‘Transforming Further Education Training in South Africa’, HSRC, Pretoria. 

 

Kristan, C. 1999. ‘Quality assurance in South Africa’, Quality assurance in Education, 7(3): 

125-134. 

 

Kunisch, S., Bartunek, J.M., Mueller, J. & Huy, Q. 2017. ‘Time in Strategic Change 

Research’, Academy of Management Annals, 11(2): 1005-1064. 

 

Küpers, W., Mantere, S. & Statler, M. 2013. ‘Strategy as Storytelling: A Phenomenological 

Collaboration’, Journal of Management Inquiry, 22(1): 83-100. 

 

Labianca, G., Gray, B. & Brass, D.J. 2000. ‘A Grounded Model of Organisational Schema 

Change During Empowerment’, Organisation Science, 11(2): 123-261. 

 

Labuschagne, A. 2003. Qualitative Research: Airy fairy or fundamental? The Qualitative 

Report. 8(1), [Online] Available from: http://www.nova.edu/ssss/QR/QR8- 

1/labuschagne.html. [Accessed: 15 May 2016]. 

 

Landau, D., Drori, I. & Terjesen, S. 2014. ‘Multiple legitimacy narratives and planned 

organisational change’, Human Relations, 67(11): 1321-1345. 

 



325 

 

Lane, I.F. 2007. ‘Change in Higher Education: Understanding and responding to individual 

and organisational resistance’, JVME, 34(2):85-92. 

 

Langley, A. 1999. ‘Strategies for theorizing from process data’, Academy of Management 

Review, 24(4): 716-749. 

 

Langley, A. 2007. ‘Process thinking in strategic organization’, Strategic Organization, 5(3): 

271–282. doi: 10.1177/1476127007079965. 

 

Langley, A., Kakabadse, N.K. & Swailes, S. 2007. 'Longitudinal tectual analysis: an 

innovative method for analysing how realised strategies evolve', Qualitative Research in 

Organizations and Management: An International Journal, 2(2):104-125. 

 

Langley, A., Smallman, C., Tsoukas, H & Van de Ven, A.H. 2013. ‘Process studies of 

change in organization and management: Unveiling temporality, activity, and flow’, 

Academy of Management Journal, 56(1): 1–13. doi: 10.5465/amj.2013.4001. 

 

Langley, A. & Tsoukas, H. 2010. ‘Introducing perspectives on process organization 

studies’. In Hernes, T. and Maitlis, S. eds. Process, sensemaking and organizing. Oxford 

University Press. doi: DOI: 10.1093/acprof:oso/9780199594566.001.0001. 

 

Langley, A. & Tsoukas, H. 2016. ‘Introduction’, In: Langley, A. & Tsoukas, H. eds. The 

SAGE Handbook of Process Organisation Studies. Oxford University Press. Thousand 

Oaks: SAGE Publications.  

 

Lave, J. & Wenger, E. 1991. Situated Learning: Legitimate Peripheral Participation. 

Cambridge: Cambridge University Press. 

 

Lawrence, T.B. & Suddaby, R. 2006. ‘Institutions and Institutional Work’, In: Clegg. S.R., 

Hardy, C., Lawrence, T. & Nord, W.R. eds. The SAGE Handbook of Organisation Studies. 

2nd Edition. London: SAGE Publications. 

 



326 

 

Lebeloane, L.D.M. 2017. ‘Decolonising the School Curriculum for Equity and Social 

Justice in South Africa’ Koers, 82(3): 1-10. doi:10.19108/KOERS/82.3.2333. 

 

Lechner, C. & Floyd, S.W. 2012. ‘Group influence activities and the performance of 

strategic initiatives’, Strategic Management Journal, 33(5): 478-495. 

 

Le Grange, L. 2011. ‘(Re)thinking (trans)formation in South Africa (higher) education’, 

Perspectives in Education, 29(2): 1-9. 

 

Lejeune, C. & Vas, A. 2014. ‘Institutional pressure as a trigger for organisational identity 

change’. In: Pettigrew, A.M., Cornuel, E. & Hommel, U. eds. The institutional development 

of business schools. United Kingdom: Oxford University Press. 

 

Lejeune, C., Schultz, M. & Vas, A. 2015. ‘How does accreditation influence the dynamics 

of organisational identity for business schools?’, Management International/International 

management/Gestión Internacional, 83-97. 

 

Lerpold, L., Ravasi, D., van Rekom, J. & Soenen, G. 2007. ‘Introduction’. In: Lerpold, L et 

al. eds. Organisational Identity in Practice. London: Routledge 

 

Letseka, M., Lestseka, M & Pitsoe, V. 2018. ‘The Challenges of E-learning in South 

Africa’, Trends in E-learning, [Online] Available from: 

https://www.intechopen.com/books/trends-in-e-learning/the-challenges-of-e-learning-in-

south-africa [Accessed: 6 June 2020]. 

 

Li, L.C., Nielson, J.M., Judd, M., Coyte, P.C. & Graham, I.D. 2009. ‘Use of communities of 

practice in business and health care sectors: A systematic review’, Implementation 

Science, 4(27). DOI: https://doi.org/10.1186/1748-5908-4-27 

 

Lincoln, Y. & Guba, E. 1985. Naturalistic inquiry. Beverley Hills, CA: Sage. 

 



327 

 

Lindenberg, S. & Foss, N. 2011. ‘Managing motivation for join production: The role of goal 

framing and governance mechanisms’, Academy of Management Review, 36: 500-525.  

 

Livholts, M. & Tamboukou, M. 2015. Discourse and narrative methods. Thousand Oaks, 

CA: Sage publications 

 

Lockett, M & Gitsham, M. 2011. ‘Business schools for tomorrow’, EFMD Global Focus, 

5(3):48-52. 

 

Lounsbury, M. 2008. ‘Institutional rationality and practice variation: New directions in the 

institutional analysis of practice’, Accounting, Organisations and Society, 33(4-5): 349-361. 

 

Lounsbury, M. & Glynn, M.A. 2001. ‘Cultural Entrepreneurship: Stories, Legitimacy and the 

Acquisition of Resources’, Strategic Management Journal, 22(6-7): 545-564. 

 

Louis, M.R. & Sutton, R.I. 1991. ‘Switching Cognitive Gears: From Habits of Mind to Active 

Thinking’, Human Relations, 44(1): 55-76. 

 

Louvel, S. 2013. ‘Understanding change in higher education as bricolage: how academics 

engage in curriculum change’, Higher Education, 66:669-691. 

Luckett, K. 2007. ‘The introduction of external quality assurance in South African Higher 

Education: An analysis of stakeholder response’, Quality in Higher Education, 13(2): 97-

116. 

 

Luckett, K. 2010. ‘A ‘quality revolution’ constrained? A critical reflection on quality 

assurance methodology from the South African Higher Education Context’, Quality in 

Higher Education, 16(1): 71-75. 

 

Lysagt, Z. 2011. Epistemological and paradigmatic ecumenism in “Pasteur’s Quadrant: 

“Tales from doctoral research. Official Conference Proceedings of the Third Asian 

Conference on Education in Osaka, Japan. [Online] Available from: 

https://iafor.org/ace2011_offprint/ACE2011_offprint_0254.pdf [Accessed: 5 May 2015]. 



328 

 

MacGregor. K. 2009. Trends in global higher education. University World News, Issue 83, 

5 July. [Online] Available from: http://www.universitynews. 

com/article.php?story=20090705083940943&mode [Accessed: 18 February 2015]. 

 

MacGregor, K. 2014. Higher education in the 20th year of democracy. University World 

News. [Online] Available from: 

https://www.universityworldnews.com/post.php?story=20140425131554856 [Accessed: 4 

May 2016]. 

 

MacKay, R.B. & Chia, R. 2013. ‘Choice, chance, and unintended consequences in 

strategic change: A process understanding of the rise and fall of Northco Automotive’, 

Academy of Management Journal, 56(1): 208-230.  

 

Magner, C. 2008.  ‘Contextual leadership development: a South African perspective’, 

European business review, 20(2): 128-41. 

 

Maitlis, S. 2005. ‘The Social Processes of Organisational Sensemaking’, The Academy of 

Management Journal, 48(1): 21-49. 

 

Maitlis, S. & Christianson, M. 2014. ‘Sensemaking in organisations: Taking stock and 

moving forward’, The Academy of Management Annals, 8(1): 57-125. 

 

Maitlis, S. & Lawrence, T.B. 2003. ‘Orchestral Manoeuvres in the Dark: Understanding 

Failure in Organisational Strategising’, Journal of Management Studies, 40(1): 109-139. 

 

Maitlis, S., & Lawrence, T. B. 2007. ‘Triggers and enablers of sensegiving in 

organisations’, Academy of Management Journal, 50: 57–84. 

 

Maitlis, S., & Sonenshein, S. 2010. ‘Sensemaking in crisis and change: Inspiration and 

insights from Weick 1988’, Journal of Management Studies, 47: 551–580. 

 



329 

 

Maluleka, K.J. 2020. ‘Humanising higher education through a culturally responsive 

curriculum’, South African Journal of Higher Education, 34(6): 137-149. 

 

Mandernach, J., Register, L. & O’ Donnell, C. 2015. ‘Characteristics of adjunct faculty 

teaching online: Institutional implications’, Online Journal of Distance Learning 

Administration, 18(1). 

 

Mantere, S. 2005. ‘Strategic practices as enablers and disablers of championing activity’, 

Strategic Organisation, 3(2):157-184. 

 

Mantere, S. 2008. ‘Role Expectations and Middle Managers Strategic Agency’, Journal of 

Management Studies, 45(2): 294-316. 

 

Mantere, S. 2013. ‘What is Organisational Strategy? A Language-Based View’, Journal of 

Management Studies, 50(8): 1408-1426. 

 

Mantere, S., Schildt, H.A. & Sillince, J.A.A. 2012. ‘Reversal of Strategic Change’, 

Academy of Management Journal, 55(1): 172-196. 

 

Mantere, S. & Vaara, E. 2008. ‘On the Problem of Participation in Strategy: A Critical 

Discoursive Perspective’, Organisation Science, 16(2): 341-358. 

 

Marock, C. 2000. Quality assurance in higher education: the role and approach of 

professional bodies and SETAs to quality assurance. [Online] Available from: 

http://www.che.ac.za/sites/default/files/publications/QA_in_HE.pdf [Accessed: 4 May 

2015].  

 

Marshall, S. 2010. ‘Change, technology and higher education: are universities capable of 

organisational change?’, Research in Learning Technology, 18(3): 179-192. 

 

Martin, M. 2016. ‘What’s happening to our universities?’, Critical Studies in Innovation, 

34(1): 7-24. 



330 

 

Mashiyi, N.F., Meda, L. & Swart, A. 2019. ‘Lecturer conceptions of and approaches to 

decolonisation of curricula in Higher Education’, South African Journal of Higher 

Education, 34(2): 146-163. 

 

Mazzola, P. & Kellermans, F.W. 2010. 'Introduction'. In: Mazzola, P. and Kellerman, F.W. 

eds. Handbook of Research on Strategy Process, Edward Elgar Publishing. 

 

McDonald, R. & Van der Horst, H. 2007. ‘Curriculum alignment, globalisation, and quality 

assurance in South African higher education’, Journal of Curriculum Studies, 39(1): 1-9. 

 

McCarthy, S. & Samors, R. 2009. Online learning as a Strategic Asset, Vol. 1: A resources 

for Campus Leaders. Washington DC: Association of Public and Land-grant Universities.  

 

McKie, A. 2018. UK universities ‘bleeding their business schools dry’. Times Higher 

Education Supplement, [Online] Available from: 

https://www.timeshighereducation.com/news/ukuniversities-bleeding-their-business-

schools-dry. [Accessed 5 November 2020] 

 

Mekoa, I. 2018. ‘Challenges Facing Higher Education in South Africa: A Change from 

Apartheid Education to Democratic Education’, African Renaissance, 15(2): 227-246. 

 

Melander, A., Melin, L. & Nordqvist, M. 2010. ‘The strategic area approach to strategy 

process research’, In: Mazzola, P. and Kellermanns, F. W. eds. Handbook of Research on 

Strategy Process, 67–86. Edward Elgar Publishing. 

 

Melin, L., Ericson, T. & Müllern, T. 1999. Organising in strategising. Paper presented at 

the Nordfek Conference, Helsinki. 

 

Merriam-Webster Online Dictionary. 2009. Case Study. [Online] Available from: 

http://www.merriam-webster.com/dictionary/case%20study [Accessed 5 May 2017] 

 



331 

 

Meyer, J.W. 2008. ‘Reflections on Institutional Theories of Organisations’, In: Greenwood, 

R., Oliver, C., Sahlin, K & Suddaby, R. eds. The SAGE Handbook of Organisational 

Institutionalism. 790-812. London: Sage.  

 

Meyer, J. & Rowan, B. 1977. ‘Institutionalized organisations: Formal Structure as Myth and 

Ceremony’, American Journal of Sociology, 83(2): 340-363. 

 

Meyer, V.M., Pascuci, L.M. & Meyer, B. 2018. ‘Strategies in Universities: Tensions 

Between Macro Intentions and Micro Actions’, RAC, 22(2): 163-177. 

 

Mheta, G.B., Nayanga-Lungi & Governder, T. 2018. ‘Decolonisation of the curriculum: A 

case study of the Durban University of Technology in South Africa’, South African Journal 

of Education, 38(4): 1-7. 

 

Michel, A. 2014. ‘The mutual constitution of persons and organisations: An ontological 

perspective on organisation change’, Organisation Science, 25(4): 1082-1110. 

 

Miles. E.W. 2019. The purpose of the Business School: Alternative Views and Implications 

for the Future. USA: Palgrave MacMillan. 

Mills, C.E. 2010. ‘Experiencing gossip: The foundations for a theory of embedded 

organisational gossip’, Group and Organisational Management, 35(2): 213-240. 

 

Mintzberg, H. 1973. The Nature of Managerial Work. New York: Harper and Row. 

 

Mintzberg, H. 1978. ‘Patterns in strategy formation’, Management Science, 24(9): 934-

948. 

 

Mintzberg, H. 1991. ‘The professional bureaucracy’. In: Peterson, M.W. ed. Organisation 

and Governance in Higher Education. Massachusetts: Ginn Press.  

 

Mintzberg, H. 2004. Managers, Not MBAs: A Hard Look at the Soft Practice of Managing 

and Management Development. San Francisco:  Berrett-Koehler Publishers.  



332 

 

Mintzberg, H. & Walters, WA. 1985. ‘Of Strategies, Deliberate and Emergent’, Strategic 

Management Journal, 6(3): 257-272. 

 

Mintzberg, H.  & Westley, F. 1992. ‘Cycles of organisational change’, Strategic 

Management Journal, 13(S2): 39-59. 

 

Mirabeau, L. Maguire, S. & Hardy, C. 2017. ‘Bridging practice and process research to 

study transient manifestations of strategy’, Strategic Management Journal, 39:582-605. 

 

Mishler, E.G. 1999. Storylines: Craftartists’ narratives of identity. Cambridge, MA: Harvard 

University Press. 

 

Mizrachi, N., Drori, I & Anspach, R. 2007. ‘Repertoire of trust: The practice of trust in 

multinational organisation amid political conflict’, American Sociological Review, 72(1): 

143-165. 

 

Mohamedbhai, G. 2014. ‘Massification in Higher Education Institutions in Africa: Causes, 

Consequences and Responses’, International Journal of African Higher Education, 1(1) 

Mok, K.H. 2006. Education reform and education policy in East Asia. London: Routledge. 

 

Morley, L. 2012. ‘Researching absences and silences in higher education: data for 

democratisation’, Higher Education Research and Development, 31(3): 353-368. 

 

Mpofu, R.T. 2019. Recognising the relevance of business schools in today’s disruption. 

[Online] Available from: https://www.unisa.ac.za/sites/sbl/default/News-&-

events/Articles/Recognising-the-relevance-of-business-schools-in-today%E2%80%99s-

disruption [Accessed: 3 October 2020]. 

 

Mruck, K. & Breuer, F. 2003. ‘Subjectivity and Reflexivity in Qualitative Research – The 

FQS Issues’, Forum: Qualitative Social Research, 4(2). 

 



333 

 

Muff, K. 2012. ‘Are business schools doing their job?’, Journal of Management 

Development, 31(7): 648-662. 

 

Müller, J. & Kunisch, S. 2018. ‘Central Perspectives and Debates in Strategic Change 

Research’, International Journal of Management Reviews, 20: 457-482. 

 

Muposhi, A., Dhurup, M., Martin, R.L. & Bhadury, J. 2019. ‘A pilot study of MBA 

programmes in South Africa’, London Review of Education, 17(3): 406-428. 

 

Murray, S. 2019. More MBA students are drawn to one of the most dynamics but difficult 

parts of the world. [Online] Available from: https://find-mba.com/articles/appetite-for-mbas-

is-on-the-rise-in-south-africa [Accessed: 6 August 2019]. 

 

Nag, R., Corley, K. & Gioia, D.A. 2007. ‘The intersection of organisational identity, 

knowledge, and practice: Attempting strategic change via knowledge grafting’, Academy of 

Management Journal, 50(4): 821-847. 

 

Nag, R., Hambrick, D.C. & Chen, M.J. 2007. ‘What is strategic management really? 

Inductive derivation of a consensus definition of the field’, Strategic Management Journal, 

28(9), 935-955. 

 

Naudé, P. 2015. ‘What does it mean to be an “African” business school?’, EFMD Global 

Focus 9(3): 20-23. 

 

Navis, C. & Glynn, M. 2010. ‘How New Market Categories Emerge: Temporal Dynamics of 

Legitimacy, Identity, and Entrepreneurship in Satellite Radio, 1990–2005’, Administrative 

Science Quarterly, 55: 439-471. 

 

Nelson, L. (2003) ‘A case study in organisational change: implications for theory’, The 

Learning Organization, 10(1): 18–30. doi: 10.1108/09696470310457478. 

 



334 

 

Ngambi, H.C. 2011. ‘The relationship between leadership and employee morale in higher 

education’, Africa Journal of Business Management, 5(3): 762-776. 

 

Nicolini, D. 2009. ‘Zooming In and Out: Studying Practices by Switching Theoretical 

Lenses and Trailing Connections’, Organisation Studies, 30(2): 1391-1418. 

 

Nicolini, D. & Montiero, P. 2017. ‘The Practice Approach: For a Praxeology of 

Organisational and Management Studies’. In: Langley, A. & Tsoukas, H. eds. The SAGE 

Handbook of Process Organisation Studies, London: SAGE Publications Ltd.  

 

Nieuwenhuis, J. 2014. ‘Introducing qualitative research’. In: Maree, K. ed. First steps in 

research. Pretoria: Van Schaik Publishers. 

 

Nini, M. 2016. Strategy as practice. Occasional report 02/2016. [Online] Available from: 

Available online: 

https://www.ckju.net/sites/default/files/research/16_02_strategy_as_practice_uselfway_for

_startegic_management.pdf [Accessed: 15 June 2017]. 

 

Nkomo, S.M. 2015. ‘Challenges for management and business education in a 

“Developmental” State: The case of South Africa’, Academy of Management Learning & 

Education, 14(2): 242-258. 

 

Nonaka, I & Toyama, R. 2007. ‘Strategic management as distributed practical wisdom 

(phronesis)’, Industrial and Corporate Change, 16(3): 371-394. 

 

Noorda, S. 2011. ‘Future business schools’, Journal of Management Development,  

30(5): 519-525. 

 

Nordqvist, M. & Melin, L. 2008. ‘Strategic Planning Champions: Social Crafts persons, 

Artful Interpreters and Known Strangers’, Long Range Planning, 41(3): 326-344. 

 



335 

 

Norris, B.D. 2001. ‘Transformation, diversity and organisational change within institutions 

of higher education’, South African Journal of Education, 21(4): 219-222. 

 

Ntshoe, I., Higgs, P., Higgs, L.G., & Wolhuter, C.C. 2008. ‘The changing academic 

profession in higher education and new managerialism and corporatism in South Africa’, 

South African Journal of Higher Education, 22(2): 391-403 

 

Nyanducha, E. 2008. ‘Capacity building for entrepreneurship in Sub Saharan Africa – The 

Role of Business Schools’, AfricaGrowth Agenda, (2008)7: 26-28. 

 

Ocasio, W., Laamanen, T. & Vaara, E. 2018. ‘Communication and attention dynamics: An 

attention-based view of strategic change’, Strategic Management Journal, 39: 155-167. 

 

OECD. 1998. Education at a glance. France: OECD publishing. 

 

OECD. 2014. The State of Higher Education. [Online] Available from: 

http://www.oecd.org/education/imhe/stateofhighereducation2014.htm [Accessed: 15 May 

2016] 

 

Oketch, M. 2016. ‘Financing higher education in sub-Saharan Africa: some reflections and 

implications for sustainable development’, Higher Education, 72: 525-539. 

 

Oliver, D. 2015. ‘Identity work as a strategic practice’, In: Golsorkhi, D., Rouleau, L., Seidl, 

D. & Vaara, E. eds. Cambridge Handbook of Strategy as Practice. Cambridge: Cambridge 

University Press. 

 

Oliver, D. & Bürgi, P. 2005. ‘Organisational identity as a Strategic Practice’, 4th 

International Critical Management Studies Conference: Exploring the Impacts of Individual 

and Collective Constructions, Cambridge, UK, 4-6 July 2005.    

 

Orlikowski, W. 1996. ‘Improvising Organisational Transformation over Time: A situated 

Change Perspective’, Information Systems Research, 7(1): 63-92. 



336 

 

Orlikowski, W.J. 2002. ‘Knowing in practice: Enacting a collective capability in distributed 

organising’, Organisation Science, 13(3):249-273. 

 

Orlikowski, W.J. 2010. ‘The sociomateriality of organisational life: considering technology 

in management research’, Cambridge Journal of Economics, 34:125-141. 

 

Ortner, S. 1984. ‘Theory in Anthropology since the Sixties’, Comparative Study of Society 

and History, 16: 126-166. 

 

Osadchiy, S. E., Bogenrieder, I. & Heugens, P. 2010. ‘Organizational learning through 

problem absorption: A processual view’. In: Hernes, T. & Maitlis, S. eds. Process, 

Sensemaking and Organizing (Perspectives in Process Organisation Studies). Oxford 

University Press. 

 

Oswick, C., Grant, D., Mickelson, G & Wailes, N. 2005. ‘Looking forwards: Discursive 

directions in organisational change’, Journal of Change Management, 18:383-390. 

 

Pacanowsky, M. 1988. ‘Slouching towards Chicago’, Quarterly Journal of Speech, 74: 

453-467. 

 

Parker, B. & Walters, S. 2008. ‘Competency based training and national qualifications 

framework: Insights from South Africa’, Asia Pacific Education Review, 9(1): 70-79. 

 

Parliamentary Monitoring Group. 2019. Post-School Education & Training Sector funding 

colloquium. PMG [Online] Available from: https://pmg.org.za/committee-meeting/29286/ 

[Accessed: 10 September 2020].  

 

Paroutis, S. & Pettigrew, A. 2007. ‘Strategising in the Multi-Business Firm: Strategy Teams 

at Multiple Levels and Over Time’, Human Relations, 60(1): 99-135. 

 



337 

 

Pederson, J.S. & Dobbin, F. 2006. ‘In search of identity and legitimation: Bridging 

organisational culture and neoinstitutionalism’, American Behavioural Scientist, 49(7): 897-

907. 

 

Pentland, B. T. 1999. ‘Building process theory with narrative: From description to 

explaination’, Academy of Management Review, 24(4): 711–724. doi: 10.2307/259350. 

 

Peters, K. 2014. ‘Business schools face the future’, EFMD Global Focus, 8(1): 43-47. 

 

Peters, K., Smith, R.R. & Thomas, H. 2018. Rethinking the business models of business 

schools: A critical review and change agenda for the future. Bingley: Emerald Group 

Publishing Ltd.  

 

Peters, K. & Thomas, H. 2011. ‘A sustainable model for business schools?’, Global focus, 

5(2):24-27. 

 

Petriglieri, G. & Petriglieri, J.L. 2010. ‘Identity Workspaces: The Case of Business 

Schools’, Academy of Management Learning & Education, 9(1): 44-60. 

 

Petriglieri, G. & Petriglieri, J.L. 2015. ‘Can Business Schools Humanize Leadership?’, 

Academy of Management Learning & Education, 14(4): 625-647. 

 

Pettigrew, A. 1973. The Politics of Organisational Decision-Making. London: Tavistock 

Publications. 

 

Pettigrew, A. 1979. ‘On Studying Organisational Cultures’, Administrative Science 

Quarterly, 24(4): 570-581. 

 

Pettigrew, A. 1985. 'Contextualist Research: A Natural Way to Link Theory and Practice', 

In. Lawler, E.E. ed. Doing Research That Is Useful in Theory and Practice, San Francisco: 

Jossey-Bass. 

 



338 

 

Pettigrew, A. 1987. ‘Context and action in the transformation of the firm’, Journal of 

Management Studies, 24(6): 649-670. 

 

Pettigrew, A. 1990. ‘Longitudinal Field Research on Change: theory and practice’, 

Organizational Studies, 1(3), pp. 267–292. 

 

Pettigrew, A.M. 1992. ‘The character and significance of strategy process research’, 

Strategic Management Journal, 13: 5-16.  

 

Pettigrew, A.M. 1997. ‘The double hurdles for management research’. In: T.Clarke. ed. 

Advancement in Organisational Behaviour: Essays in Honour of D.S. Pugh. London: 

Dartmouth Press, 277-296. 

 

Pettigrew, A. 1997. ‘What is a processual analysis?’, Scandinavian Journal of 

Management, 13: 337–348. 

 

Pettigrew, A.M. 2003. ‘Strategy as process, power and change’, In: Cummings, S. & 

Wilson, D. (eds.) Images of Strategy. Oxford: Blackwell.  

 

Pettigrew, A.M., Cornuel, E. & Hommel, U. 2014. ‘Introduction’. In: Pettigrew et al. eds. 

The Institutional Development of Business Schools. Oxford University Press 

 

Pettigrew, A.M., Woodman, R. W. & Cameron, K. S. 2001. ‘Studying Organizational 

Change and Development: for Future Research’, The Academy of Management Journal, 

44(4): 697–713. 

 

Pfeffer, J. 2007. What Were They Thinking? Unconventional Wisdom about Management. 

Boston: Harvard Business School Press.  

 

Pfeffer, J. & Fong, C.T. 2002. ‘The end of business schools? Less success than meet the 

eye’, Academy of Management Learning and Education, 1(1): 78-95. 

 



339 

 

Pickering, M. 2001. Stereotyping: The Politics of Representation. Houndmills, 

Basingstoke, Hampshire; New York: Palgrave.  

 

Pitt-Watson, D. & Quigley, E. 2019. Business School Rankings for the 21st Century. 

[Online] Accessed from: https://www.unglobalcompact.org/library/5654 [Accessed: 15 

October 2020]. 

 

PMR.africa. 2020. Accredited Business Schools in South Africa offering MBA Degrees: 

2020. [Online] Available from: http://www.pmrafrica.com/wp-

content/uploads/2020/07/Business-Schools.pdf [Accessed: 1 December 2020]. 

 

Porter, M. 1996. ‘What is strategy?’, Harvard Business Review, 74(6): 61-78. 

 

Powell, W.W. & Colyvas, J.A. 2011. ‘Microfoundations of institutional theory’. In: 

Greenwood, R., Oliver, C., Sahlin, K. & Suddaby, R. eds. The SAGE handbook of 

organisational institutionalism. London: Sage. 

 

Powell, W.W. & DiMaggio, P.J. 1991. The New Institutionalism in Organisational Analysis. 

Chicago: The University of Chicago Press.  

 

Powell, W.W. & Rerup, C. 2017. ‘Opening the black box: Micro foundations of institutions’. 

In: Greenwood, R., Oliver, C., Lawrence, T.B. & Meyer, R.E. The SAGE Handbook of 

Organisational Institutionalism, Chapter 12: 311-337. 2nd edition. London, UK: Sage 

Publications.  

 

Prester, J., Ccez-Kecmanoic, D. & Schlagwein, D. 2019. ’Becoming a Digital Nomad: 

Identity Emergence in the Flow of Practice’. Fortieth International Conference on 

Information Systems, Munich 2019.  

  

Pretorius, R. 2003. ‘Quality enhancement in higher education in South Africa: why a 

paradigm shift is necessary’, South African Journal of Higher Education, 17(3). 129-136. 

 



340 

 

Pucciarelli, F. & Kaplan, A. 2016. ‘Competition and strategy in higher education: Managing 

complexity and uncertainty’, Business Horizons, 59: 311-320. 

 

Puech, L. & Durand, T. 2017. ‘Classification of time spent in the intrapreneurial process’, 

Creativity and Innovation Management, 26(2): 142-151. 

 

Pullen, A. & Linstead, S. 2005. ‘Introduction: Organising identity’. In: Pullen, A & Linstead, 

S. eds. Organisation and Identity, 1-17. Abingdon: Routledge, Taylor and Francis Group. 

 

Purushottam, N. & Rwelamila, P.M.D. 2011. Issues and strategies in management 

education: A South African Perspective. Paper presented at the Eight AIMS International 

Conference on Management, Indian Institute of Management Ahmedabad, India. 

 

Radelet, S. 2016. Africa’s rise-interrupted? Finance & Development, 53(2). [Online] 

Available: Retrieved from http://www.imf.org/external/pubs/ft/fandd/2016/06/radelet.htm. 

[Accessed: 15 May 2017]. 

 

Rafferty, A. E. & Griffin, M. A. 2008. ‘Organizational change’, In: Barling, J. and Cooper, C. 

L. eds. The SAGE handbook of organizational behaviour. Volume 1: London: Sage 

Publications. 602–620. 

 

Rajagopalan, N. & Spreitzer, G. M. 1997. ‘Toward a Theory of Strategic Change: A Multi-

Lense Perspective and Integrative Framework’, Academy of Management Review, 22(1): 

48–79. doi: 10.2307/259224. 

Rasche, A. 2007. The paradoxical foundation of strategic management. Heidelberg: 

Physica/Springer.  

 

Rasche, A. & Chia, R. 2009. ‘Researching Strategy Practices: A Genealogical Social 

Theory Perspective’, Organisation Studies, 30(7): 713-734. 

 

Ravasi, D. & Phillips, N. 2011. ‘Strategies of alignment organisational identity 

management and strategic change in Bang & Olufsen’, Strategic Organisation, 9: 103-135. 



341 

 

Ravasi, D., Tripsas, M. & Langley, A. 2017. ‘Call for Papers: Special Issue of Strategic 

Organisation “Exploring the Strategy-Identity Nexus”’, Strategic Organisation, 15(1): 113-

116. 

 

Ravasi, D., Tripsas, M. & Langley, A. 2020. ‘Exploring the Strategy-Identity Nexus’, 

Strategic Organisation, 18(1): 5-19. 

 

Rayment, J. & Smith, J. 2008. ‘The current and future role of business schools’, Education 

+ Training, 55(4/5): 478-494. 

 

Reckwitz, A. 2002. ‘Towards a Theory of Social Practices: A Development in Cultural 

Theorizing’, European Journal of Social Theory, 5(2): 243-263. 

 

Regnér, R. 2003. ‘Strategy Creation in the Periphery: Inductive Versus Deductive Strategy 

Making’, Journal of Management Studies, 40(1): 57-82. 

 

Regnér, R. 2008. ‘Strategy-as-Practice and Dynamic Capabilities: Steps towards a 

Dynamic View of Strategy’, Human Relations, 61(4): 565-588. 

 

Regnér, R. 2015. ‘Relating strategy as practice to the resource-based view, capabilities 

perspectives and the micro-foundations approach.’, In: Golsorkhi, D., Rouleau, L., Seidl, 

D. & Vaara, E. eds. Cambridge Handbook of Strategy as Practice. Cambridge: Cambridge 

University Press. 

Reinecke, J. & Ansari, S. 2017. ‘Time, Temporality and Process Studies’. In: Langley, A. & 

Tsoukas, H. eds. The SAGE Handbook of Process Organisation Studies. Thousand Oaks, 

CA: Sage. 

 

Rescher, N. 1996. Process metaphysics: An introduction to process philosophy, Albany: 

State University of New York Press. 

 

Rhodes, C. & Brown, A.D. 2005. ‘Narrative, organisations and research’, International 

Journal of Management Reviews, 7(3): 167-188. 



342 

 

Ronda-Pupo. G.A. & Guerras-Martin, L.A. 2012. ‘Dynamics Of the evolution of the strategy 

concept 1962-2008: a co-word analysis’, Strategic Management Journal, 33(2): 162-188. 

 

Ronda-Pupo, G.A. and Guerras-Martin, L.A. 2011. ‘Dynamics of the evolution of th e 

strategy concept 1962-2008: A Co-Word Analysis’, Strategic Management Journal, 33(2), 

162-188. 

 

Rose, S., Spinks, N & Canhoto, A.I. 2015. Management Research: Applying the 

Principles. New York: Routledge. 

 

Rouleau, L. 2005. ‘Micro-practices of strategic sensemaking and sensegiving: How middle 

managers interpret and sell change every day’, Journal of Management Studies, 42(7): 

1413-1441. 

 

Rouleau, L. 2013. ‘Strategy-as-practice research at a crossroads’, Management, 16(5): 

547-565. 

 

Rouleau, L. 2015. ‘Studying strategising through biographical methods: narratives of 

practices and life trajectories of practitioners’, In: In: Golsorkhi, D., Rouleau, L., Seidl, D. & 

Vaara, E. eds. Cambridge Handbook of Strategy as Practice. Cambridge: Cambridge 

University Press. 

 

Rouleau, L. & Balogun, J. 2011. ‘Middle Managers, Strategic Sensemaking and Discursive 

Competence’, Journal of Management Studies, 48(5): 953-983. 

 

Rouse, J. 1996. Engaging Science: How to Understand its Practices Philosophically. 

Ithaca: Cornell University Press. 

 

Ruggunan, S.D. 2016. ‘Decolonising management studies: A love story’, Acta Commercii, 

16(2): 103-259 

 



343 

 

SABSA. 2014. Unisa Graduate School of Business Leadership graduation interrupts the 

world. [Online] Available from: https://www.sabsa.co.za/presses/44.pdf [Accessed: 2016-

04-01] 

 

SABSA. 2016. About us. [Online] Available from: 

http://www.sabsa.co.za/page/about_us/index.html. [Accessed: 2016-04-01]. 

 

Sahaym, A. 2011. ‘Born with a silver spoon of legitimacy but struggling for identity? The 

paradox of emerging spin-offs in a new sector’, Journal of Business Research, 66: 2210-

2217. 

 

Samra-Fredericks, D. 2003. ‘Strategising as lived experience and strategists’ everyday 

efforts to shape strategic direction’, Journal of Management Studies, 40: 57-82. 

 

Sandberg, J. & Tsoukas, H. 2020. ‘Sensemaking Reconsidered: Towards a broader 

understanding through phenomenology’, Organisation Theory, 1: 1-34. 

 

SAQA. 2015. The impact of the NQF: Summary report, 2008 to 2015. [Online] Available 

from: https://www.saqa.org.za/sites/default/files/2019-

11/Summary%20report%2C%202008%20to%202015.pdf [Accessed: 5 May 2016]. 

 

SAP. 2014. Strategy-as-practice meets Neo-Institutional Theory: David Seidl interviews 

Royston Greenwood. [Online] Available from: 

https://strategisingblog.com/2014/12/08/strategy-as-practice-meets-neo-institutional-

theory-david-seidl-interviews-royston-greenwood/ [Accessed: 5 July 2016].  

 

SAQA. 2016. Assessment of the impact of the South African National Qualifications 

Framework (NQF). [Online] Available from: 

http://www.saqa.org.za/docs/papers/2016/2016%2002%2004%20DATA%20HIGHLIGHTS

%20100-page%20BOOKLET%202014%20NQF%20Impact%20Study.compressed.pdf. 

[Accessed: 2016-04-05]. 

 



344 

 

SAQA. 2020. South African Qualifications Authority. [Online] Available from: 

https://www.saqa.org.za/documents/annual-reports-and-strategic-plans [Accessed: 2 

December 2020]. 

 

SBL. Not dated. [Online] Available from: http://www.superbrands.com/za/pdfs/UNISA.pdf. 

[Accessed: 9 June 2016]. 

 

SBL. 2013. Internal document. SBL Strategy 2013-2017. Unpublished. 

 

SBL. 2013a. SBL Strategy 2013-2017. SBL Internal strategy document. Unpublished.  

 

SBL. 2013b. Report of the MBA/MBL proposed development process meeting. SBL 

Internal report. Unpublished.  

 

SBL. 2015a. Baseline Assessment Report for the Graduate School of Business 

Leadership, University of South Africa: Association of MBA (AMBA) accreditation. SBL 

Internal baseline report. Unpublished 

 

SBL. 2015b. BUDGET WORKSHOP 22-23 September 2015. SBL Internal Strategy and 

Budget workshop report. Unpublished. 

  

Schatzki, T.R. 2001. ‘Introduction: Practice Theory’. In: Schatzki, T.R.; Cetina, K.K. & von 

Savigny, E. eds. The Practice Turn in Contemporary Theory. London: Routledge.  

 

Schatski, T.R. 2002. The Site of the Social: A Philosophical Account of the Constitution of 

Social Life and Change. Penn State University Press. 

 

Schatzki, T.R. 2005. ‘The sites of organisations’, Organisation Studies, 26(3):465-484. 

 

Schatzki, T. R., Knorr-Cetina, K. and von Savigny, E. 2001. The Practice Turn in 

Contemporary Theory. London: Routledge. 

 



345 

 

Schlegelmilch, B.B. 2020. ‘Why Business Schools needs Radical Innovations: Drivers and 

development Trajectories’, Journal of Marketing Education, 42(2): 93-107. 

 

Schneider, S.C. 1997. ‘Interpretation in Organisations: Sensemaking and Strategy’, 

European Journal of Work and Organisational Psychology, 6(1): 93-101. 

 

Schuetze, H.G. & Slowey, M. 2002. ‘Participation and exclusion: A comparative analysis of 

non-traditional students and lifelong learners in higher education’, Higher Education, 44: 

309-327. 

 

Schultz, M. & Hernes, T. 2013. ‘A Temporal Perspective on Organisational Identity’, 

Organization Science, 24(1): 1-21. 

 

Schutte, F. 2019. ‘Epistemic violence: A case for the decolonisation of South Africa 

Business School Curricula’, South African Journal of Higher Education, 33(2): 195-211. 

 

Schwarz, S. & Teichler, U. 2000. The institutional basis of higher education research. 

Experiences and perspectives. Dordrecht: Kluwer Academic Publishers. 

 

Scott, W.R. 2000. Institutions and organisations. London: Sage. 

 

Scott, W.R. 2008. Institutions and organisations: ideas and interests. 3rd edition. Thousand 

Oaks, CA: Sage. 

 

Scott, W.R. 2015. ‘Organisational theory and higher education’, Journal of organisational 

theory in education, 1(1). 

 

Sebola, M. & Mogoboya, M.J. Re-imagining Africanisation of sustainable epistemologies 

and pedgogies in (South) African Higher Education: A conceptual intervention’, South 

African Journal of Higher Education, 34(6): 237-254. 

 



346 

 

Seidl, D., Ohlson, T. & Whittington, R. 2021. ‘Restless practices as drivers of purposive 

institutional change’, On Practice and Institution: Theorizing the Interface. Research in the 

Sociology of Organisations, 70: 187-207. 

  

Seidl, D. & Whittington, R. 2014. ‘Enlarging the Strategy-as-Practice research agenda: 

Towards taller and flatter ontologies’, Organisation Studies, 35 (10): 1407-1421. 

 

Shava, S. 2016. ‘The application/role of indigenous knowledges in transforming the formal 

education curriculum’. In: V. Msila and T Gumbo eds. Africanising the curriculum: 

Indigenous perspectives and theories. SUN PRESS: Stellenbosch. 121-139. 

 

Shaw, G., Brown, R. & Bromiley, P. 1998. ‘Strategic stories: How 3M is rewriting business 

planning’, Harvard Business Review, 76:42-44. 

 

Shin, J.C., Picken, J.C. & Dess, G.G. 2017. ‘Revisiting the learning organisation: How to 

create it’, Organisational Dynamics. Article in press. [Online] Available from: 

http://isidl.com/wp-content/uploads/2017/10/E4957-ISIDL.pdf [Accessed: 5 May 2018]. 

 

Shin, J.C. & Teichler, U. 2014. ‚The future of university in the post-massification era: A 

conceptual framework’. In: J.C. Shin & U. Teichler eds. The future of the post-massified 

university at the crossroads. Switzerland: Springer International Publishing.  

 

Shoemaker, P.J. 2008. ‘The future challenges of business: Rethinking management 

education’, California Management Review, 50(3): 199-139. 

 

Shove, E., Pantzar, M. & Watson, M. 2012. The dynamics of social practice: Everyday life 

and how it changes. London, England: Sage. 

 

Siegel, D.S. & Leih, S. 2018. ‘Strategic management theory and universities: An overview 

of the Special Issue’, Strategic Organization, 16(1):6-11. 

 



347 

 

Siegel, D.S. & Teece, 2015. ‘Special Issue of Strategic Organisation: “Strategic 

Management Theory and Universities”, Strategic Organisation, 13(2): 163-165. 

 

Sillince, J.A.A. & Brown, A.D. 2009. ‘Multiple organisational identities and legitimacy: The 

rhetoric of police websites’, Human Relations, 62(12): 1829-1856. 

 

Sillince, J.A.A. & Simpson, B. 2010. ‘The strategy and identity relationship: towards a 

processual understanding’. In: Baum, J.A.C. & Lampel, J.B. eds. The Globalization of 

Strategy Research, 27: 111-143. Bingley: Emerald Publishing Limited. 

 

Sloan Consortium 2008. Staying the course: Online education in the United States, 2008. 

[Online] Available from: https://files.eric.ed.gov/fulltext/ED529698.pdf [Accessed: 15 May 

2017]. 

 

Smerek, R. 2011. ‘Sensemaking and Sensegiving: An Exploratory Study of the 

Simultaneous “Being and Learning” of New College and University Presidents’, Journal of 

Leadership & Organisational Studies, 18(1): 80-94. 

 

Smets, M. & Jarzabkowski, P. 2013. ‘Reconstructing institutional complexity in practice: A 

relational model of institutional work and complexity’, Human Relations, 66(10):  

 

Smets, M., Morris, T. & Greenwood, R. 2012. ‘From Practice to Field: A Multilevel Model of 

Practice-Driven Institutional Change’, The Academy of Management Journal, 55(4): 877-

904. 

 

Smircich, L. & Morgan, G. 1982. ‘Leadership: The Management of Meaning’, The Journal 

of Applied Behavioural Science, 18: 257-273. 

 

Smout, M. & Stephenson, S. 2002. ‘Quality assurance in South African higher education: 

A new beginning’, Quality in Higher Education, 8(2): 197-206. 

 



348 

 

Sonenshein, S. 2010. ‘We’re changing – or are we? Untangling the role of progressive, 

regressive, and stability narratives during strategic change implementation’, Academy of 

Management Journal, 53(3): 477-512. 

 

Sonenshein, S. & Dholokia, U. 2012. ‘Explaining employee engagement with strategic 

change implementation: A meaning-making approach’, Organisation Science, 23(1): 1-23. 

 

Song, E.Y. 2019. ‘Protect to Damage? Institutional work, unintended consequences and 

institutional dynamics’, Organisation Studies, OnlineFirst. 1-19. 

 

Sonsino, S. 2005. ‘Towards a Hermeneutics of Narrative Identity: A Ricoeurian Framwork 

for Exploring Narratives (and Narrators) of Strategy’, Organisation Management Journal, 

2(3): 166-182. 

 

Spee, P. & Jarzabkowski, P. 2011. ‘Strategic planning as communicative process’, 

Organisation Studies, 32(9): 1217-1245. 

 

Spee, P. & Jarzabkowski, P. 2017. ‘Agreeing on What? Creating Joint Accounts of 

Strategic Change’, Organisation Science, 28(1): 152-176. 

 

Stander, K. & Pretorius, M. 2016. ‘The next step in the strategy-as-practice evolution: A 

comparative typology matrix’, Acta Commercii, 16(1): 1-11. 

 

Stake, R.E. 1994. ‘Case studies’. In: Denzin, N.K. and Lincoln, Y.S. eds. Handbook of 

qualitative research. Thousand Oaks, CA: Sage. 236-247. 

 

Starkey, K. & Hatchuel. A. 2014. ‘Back to the Future of Management Research’. In: 

Pettigrew, A.M., Cornuel, E. & Hommel, U. eds. The Institutional Development of Business 

Schools. Oxford University Press.  

Starkey, K & Tiratsoo, N. 2007. The business school and the bottom line. Cambridge: 

Cambridge University Press. 

 



349 

 

Stenholm, P. & Hytti, U. 2014. ‘In search of legitimacy under institutional pressures: A 

case study of producer and entrepreneur farmer identities’, Journal of Rural Studies, 

35:133-142. 

 

Stensaker, I. 2003. ‘Trance, Transparency and Transformation: The impact of external 

quality monitoring on higher education’, Quality in Higher Education, 9(2): 151-159. 

 

Stensaker, I. & Falkenberg, J. 2007. ‘Making sense of different responses to corporate 

change’, Human Relations, 60(1): 137-177. 

 

Strategic Organisation. 2019. Special Issue of Strategic Organisation “Temporal Work: 

The Strategic Organisation of Time”’, Strategic Organisation, 17(1): 145-149 

 

Straus, J. 2015. NIPMO-UNISA Chair for Intellectual Property and Innovation, University of 

South Africa (UNISA), Pretoria. Munich: Max Planck Institute for Innovation and 

Competition. 

 

Suchman, M.C. 1995. ‘Managing Legitimacy: Strategic and Institutional Approaches’, 

Academy of Management Review, 20(3): 571-610.   

 

Suddaby, R. 2010. ‘Challenges for Institutional Theory’, Journal of Management Inquiry, 

19(1): 14-20. 

 

Suddaby, R., Bitektine, A. & Haack, P. 2017. ‘Legitimacy’, Academy of Management 

Annals, 11(1): 451-478. 

 

Suddaby, R. & Foster, W.M. 2017. ‘History and Organisational Change’, Journal of 

Management, 43(1): 19-38. 

Suddaby, R. & Greenwood, R. 2005. ‘Rhetorical Strategies of Legitimacy’, Administrative 

Science Quarterly, 50(1): 35-67 

 



350 

 

Suddaby, R., Seidl, D. & Lê, J.K. 2013. ‘Strategy-as-practice meets neo-institutional 

theory’, Strategic Organisation, 11(3):329-344. 

 

Sutcliffe, K.M. 2013. ‘Sensemaking’. In: Augier, M. & Teece, S. eds. The Palgrave 

encyclopaedia of strategic management. Basingstoke: Palgrave Macmillan.  

 

Sword, W. 1999. ‘Pearls, Pith and Provocation’, Qualitative Health Research, 9(2): 270-

278. 

 

Tamboukou, M. 2015. Sewing, fighting and writing: Radical practices in work, politics and 

culture. London, UK: Rowman & Littlefield International Ltd. 

 

Taylor, C. 1985. Philosophy and the Human Sciences. Collected Papers, vol. 2. 

Cambridge: Cambridge University press. 

 

Taylor, D. & Cameron, A. 2016. ‘Valuing IKS in successive South African physical 

sciences curricula’, African Journal of Research in Mathematics, Science and Technology 

Education, 20(1): 35-44. 

 

Teece, D.J. 2007. ‘Explicating dynamic capabilities: the nature and microfoundations of 

(sustainable) enterprise performance’, Strategic Management Journal, 28(13): 1319-1350. 

 

Teferra, D. 2014. ‘Charting African Higher Education: Perspectives at a Glance’, 

International Journal of African Higher Education, 1(1): 9-20. 

 

Teichler, U., Arimoto, A. & Cummings, W.K. 2013. The changing academic profession: 

Major findings of a comparative survey. London: Springer. 

 

Thomas, H. & Cornuel, E. 2012. ‘Business schools in transition? Issues of impact, 

legitimacy, capabilities and re-invention’, Journal of Management Development, 31(4): 

329-335. 

 



351 

 

Thomas, H., Lorange, P. & Sheth, J. 2013. The Business School in the Twenty-First 

Century: Emergent Challenges and New Business Model. Cambridge (UK): Cambridge 

University Press. 

 

Thomas, H. & Thomas, L. 2011. ‘Perspective on leadership in business schools’, Journal 

of Management Development, 30(5): 526-540. 

 

Thomas, H. & Wilson, A.D. 2011. ‘Physics Envy’, cognitive legitimacy or practical 

relevance: Dilemmas in the evolution of management research in the UK’, British Journal 

of Management, 22(3): 443-456. 

 

Thomas, J.B., Clark, S.M. & Gioia, D.A. 1993. ‘Strategic Sensemaking and Organisational 

Performance: Linkages Among Scanning, Interpretation, Action, and Outcomes’, Academy 

of Management Journal, 36(2): 239-270. 

 

Thomas, R., Sargent, L. & Hardy, C. 2011. ‘Managing organisational change: Negotiating 

meaning and power-resistance relations’, Organisation Science, 22(1): 22-41. 

 

Thompson. A. 2020. This is how much MBAs in South Africa cost at various institutions. 

[Online] Available from: https://www.businessinsider.co.za/this-is-how-much-mbas-in-

south-africa-cost-at-various-institutions-2020-10 [Accessed: 2 December 2020].  

 

TOC. 2015. The Transformation of South African Higher Education. Concept paper 

prepared for the second national Higher Education Transformation Summit. The Ministerial 

Oversight Committee on Transformation in South African Public Universities, September 

2015. [Online] Available from: 

https://www.dhet.gov.za/summit/Docs/2015Docs/Annex%208_TOC_Transformation%20of

%20SA%20HE.pdf [Accessed: 15 April 2016] 

 

Tost, L.P. 2011. ‘An integrative model of legitimacy judgements’, Academy of 

Management Review, 36(4): 686-710. 

 



352 

 

Tracy, S.J. 2010. ‘Qualitative Quality: Eight “Big-Tent” criteria for excellent qualitative 

research’, Qualitative Inquiry, 16(10): 837-851. 

 

Tracy, S.J. 2013. Qualitative research methods: collecting evidence, crafting analysis, 

communicating impact. UK: Wiley-Blackwell. 

 

Tsoukas, H. 1989. ‘The validity of Idiographic Research Explanations’, Academy of 

Management Review, 14(4). 

 

Tsoukas, H. 1994. ‘What is management? An outline of a metatheory’, British Journal of 

Management, 5(4): 289-301. 

 

Tsoukas, H. 2010. ‘Practice, strategy making and intentionality: a Heideggerian onto-

epistemology for Strategy as Practice’. In: Golsorkhi, D., Rouleau, L. & Vaara, E. eds. 

Cambridge Handbook of Strategy as Practice. Cambridge, UK: Cambridge University 

Press 

 

Tsoukas, H. 2015. ‘Making strategy: Meta-theoretical insights from Heideggerian 

phenomenology’. In: Golsorkhi, D., Rouleau, L., Seidl, D. & Vaara, E. eds. Cambridge 

Handbook of Strategy as Practice. Cambridge: Cambridge University Press. 

 

Tsoukas, H. 2017. 'Don't Simplify, Complexify: From Disjunctive to Conjunctive Theorizing 

in Organization and Management Studies', Journal of Management Studies, 54(2): 132-

153. doi: 10.111/joms.12219. 

 

Tsoukas, H. & Chia, R. 2002. ‘On organisational becoming: Rethinking organisational 

change’, Organisation Science, 13(5): 567-582. 

 

Tsoukas, H. & Hatch, M.J. 2001. ‘Complex Thinking, Complex Practice: The Case for a 

Narrative Approach to Organisational Complexity’, Human Relations, 54(8): 979-1013. 

 



353 

 

Tsoukas, H. & Van de Ven, A.H. 2013. ‘Process Studies of Change in Organisation and 

Management: Unveiling Temporality, Activity and Flow’, Academy of Management Journal, 

56(1): 1-13 

 

UNISA. 2012. Policy on Research Ethics. Pretoria. 

 

UNISA. 2015. Framework for the implementation of a team approach to curriculum and 

learning development at UNISA. UNISA internal report on FTA. Unpublished.  

 

UNISA, 2016. Graduate School of Business Leadership. [Online] Available from: 

http://www.unisa.ac.za/Default.asp?Cmd=ViewContent&ContentID=28268 [Accessed: 15 

April 2016]. 

 

UNISA. 2017. Master of Business Leadership (MBL NQF9). [Online] Available from: 

https://www.unisa.ac.za/static/sbl/Content/docs/MBL_brochure.pdf [Accessed: 5 May 

2018].  

 

UNISA. 2019a. 2019 Annual report. [Online] Available from: 

tps://www.unisa.ac.za/sites/corporate/default/News-&-Media/Publications/Annual-reports 

[Accessed: 15 April 2016] 

 

UNISA. 2019b. Graduate School of Business Leadership. [Online] Available from: 

https://www.unisa.ac.za/sites/sbl/default/About  

 

UNESCO, 1998. Higher education in the twenty-first century. Vision and Action. Paper 

presented at the World conference on higher education, Paris. 

 

UNESCO, 2011. Enrolment in Tertiary Public and Private Institutions. Montreal, Canada: 

UNESCO Institute for Statistics. [Online] Available from: https://www.uis.unesco.org 

[Accessed: 6 May 2015]. 

 



354 

 

USAF. 2018. Annual Report 2018. [Online] Available from: https://www.usaf.ac.za/wp-

content/uploads/2019/08/USAF-ANNUAL-REP-2018.pdf [Accessed: 4 April 2016] 

 

Uzomah, H.O. 2018. ‘Decolonizing African Educational System as a Panacea for Africa’s 

Educational Advancement in the 21st Century’, African Renaissance, 15(1): 29-43. 

 

Vaara, E., Kleymann, B. & Seristö, H. 2004. ‘Strategies as Discursive Constructions: The 

Case of Airline Alliances’, Journal of Management Studies, 41(1): 1-35. 

 

Vaara, E. Sonenshein, S. & Boje, D. 2016. ‘Narratives as Sources of Stability and Change 

in Organisations: Approaches and Directions for Future Research’, The Academy of 

Management Annals, 10(1): 495-560. 

 

Vaara, E. & Tienari, J. 2008. ‘A discursive perspective on legitimation strategies in 

multinational corporations’, Academy of Management Review, 33(4): 985-993. 

 

Vaara, E. & Tienari, J. 2011. ‘On the Narrative Construction of Multinational Corporations: 

An Antenarrative Analysis of Legitimation and Resistance in a Cross-Border Merger’, 

Organisation Science, 22(2): 370-390. 

 

Vaara, E. & Whittington, R. 2012. ‘Strategy-as-Practice: Taking social practices seriously’, 

Academy of Management, 6(1): 285-336. 

 

Vaira, M. 2004. ‘Globalisation and higher education organisational changes: A framework 

for analysis’, Higher Education, 48: 483-510. 

 

Vakola, M., Tsaousis, I. & Nikolaou, I. 2004. ‘The role of emotional intelligence and 

personality variables on attitudes toward organisational change’, Journal of Managerial 

Psychology, 19(2): 88-110. 

 



355 

 

Van Broekhuizen, H. 2015. Teacher supply in South Africa: A focus on initial teacher 

education graduate production. A working paper of the Department of Economics and 

Bureau for Economic Research, University of Stellenbosch. 

 

Van Damme, D. 2002. Trends and Models in International Quality Assurance and 

Accreditation in Higher Education in Relation to Trace in Education Services. [Online] 

Available from: https://www.oecd.org/education/skills-beyond-school/2088479.pdf 

[Accessed: 15 May 2017].  

 

Van der Colff, L. 2004. ‘A new paradigm for business education: The role of the business 

educator and business school’, Management Decision, 42(3/4): 499-507. 

 

Van de Ven, A. H. 1992. ‘Suggestions for studying strategy process: A research note’, 

Strategic Management Journal, 13: 169–188. 

 

Van de Ven, A. 1993. 'An Assessment of Perspectives on Strategic Change'. In: Zan, L., 

Zambon, S. & Pettigrew, A.M. eds. Perspectives on Strategic Change. Norwell: Kluwer 

Academic Publishers. 313-323. 

 

Van de Ven, A. H. & Huber, G. P. 1990. ‘Longitudinal field research methods for studying 

processes of organisational change’, Organisation Science, 1:213-219. 

 

Van de Ven, A. H. & Huber, G. P. 1995. ‘Introduction’. In: Huber, G. P. & Van de Ven, A. 

H. eds. Longitudinal field research methods. Studying processes of organizational change. 

Sage Publications. 

 

Van de Ven, A.H., Polley, D.G. & Venkataraman, S. 1999. The innovation journey. New 

York: Oxford University Press.   

Van de Ven, A.H. & Poole, M.S. 1995. 'Explaining Development and Change in 

Organizations’, Academy of Management Review, 20(3): 510-540. 

 



356 

 

Van de Ven, A.H. & Sminia, H. 2012. ‘Aligning Process Questions, Perspectives and 

Explanations’. In: Schultz, M., Maguire, S., Langley, A. & Tsoukas, H. eds. Constructing 

identity in and around organisations. Perspectives on Process Organisation studies, 

Volume 2. New York: Oxford University Press.    

 

Van de Ven, A.H. & Sun, K. 2011. ‘Breakdowns in Implementing Models of Organisation 

Change’, Academy of Management Perspective, 25(3): 58-74. 

 

Van Dijk, R. & Van Dick, R. 2009. ‘Navigating organisational change: change leaders, 

employee resistance and work-based identities’, Journal of Change Management, 9(2): 

143-163. 

 

Van Maanen, J. 1988. Tales of the Field: On writing ethnography. Chicago: University of 

Chicago Press. 

 

Venter, M.J. 2006. ‘The role of management in the changing higher education sector: 

prinsipiële besinning’, Word and action 46(395): 16. 

 

Vesa, M. & Vaara, E. 2014. ‘Strategic ethnography 2.0: Four methods for advancing 

strategy process and practice research’, Strategic Organization, 12(4): 288-298. 

 

Vlăsceanu, L., Grünberg, L. & Părlea, D. 2007. Quality assurance and accreditation: A 

glossary of basic terms and definitions. [Online] Available from: 

http://unesdoc.unesco.org/images/0013/001346/134621e.pdf. [Accessed: 5 May 2015]. 

 

Vos, L. & Page. S.J. 2020. ‘Marketization, performative environments, and the impact of 

organisational climate on teaching practice in business schools’, Academy of Management 

Learning & Education, 19(1): 59-80. 

 

Voss, C., Tsikriktsis, N & Frohlich, M. 2002. ‘Case research in operations management’, 

International Journal of Operations and Production Management, 22(2): 195-219. 

 



357 

 

Walker, J.S. & Terraco, R. 2004. Change in higher education: A multidisciplinary 

approach. [Online] Available from: http://files.eric.ed.gov/fulltext/ED492430.pdf. [Accessed: 

14 May 2016]. 

 

Weick, K.E. 1976. ‘Education Organisations as Loosely Coupled Systems’, Administrative 

Science Quarterly, 21(1): 1-19. 

 

Weick, K.E. 1979. The social psychology of organizing. 2nd edition. Reading, MA: Addison-

Wesley. 

 

Weick, K.E. 1993. ‘The collapse of sensemaking in organisations: The Mann Gulch 

disaster’, Administrative Science Quarterly, 38:628-652. 

 

Weick, K. E. 1995. Sensemaking in organisations. Thousand Oaks, CA: Sage. 

 

Weick, K.E. 2001. Making sense of the organisation. Oxford: Blackwell Publishing.  

 

Weick, K.E. 2005. ‘The experience of theorizing: Sensemaking as topic and resource’s. In: 

Smith, K.G. & Hitt, M.A. eds. Great Minds in Management. New York: Oxford University 

Press. 

 

Weick, K.E. 2008. ‘Sensemaking’. In: Clegg, S.R. & Bailey, J.R. eds. International 

Encyclopedia of Organisation Studies. Thousand Oaks: SAGE Publication. 1404-1406. 

 

Weick, K. E., & Quinn, R. E. 1999. ‘Organisational change and development’. In: Spence, 

J.T. ed. Annual review of psychology, vol. 50: 361–386. Palo Alto, CA: Annual Reviews. 

 

Weick, K.E., Sutcliffe, K. & Obstfeld, D. 2005. ‘Organising and the process of 

sensemaking’, Organisation Science, 16(4): 409-421. 

Wenger, E. 1998. Communities of practice: Learning, meaning and identity. Cambridge: 

Cambridge University Press.  

 



358 

 

WENR, 2004. Institutions of higher education in South Africa after the mergers, [Online] 

Available from: http://wenr.wes.org/2004/05/wenr-mayjune-2004-institutions-of-higher-

education-in-south-africa-after-the-mergers/. [Accessed: 2016-02-03]. 

 

Whittington, R. 1996. ‘Strategy as practice’, Long Range Journal, 29(5): 731-735. 

 

Whittington, R.  2002. ‘Practice perspective on strategy: Unifying and developing a field’, 

Academy of Management Conference Proceedings. Denver, August.  

 

Whittington, R. 2003. ‘The work of strategising and organising: for a practice perspective’, 

Strategic Organisation, 1:119-127. 

 

Whittington, R. 2004. ‘Strategy after modernism: recovering practice’, European 

Management Review, 1: 62-68. 

 

Whittington, R. 2006. ‘Completing the practice turn in strategy research’, Organisation 

Studies, 27(5): 613-634. 

 

Whittington, R. 2007. ‘Strategy practice and strategy process: Family differences and the 

sociological eye’, Organisation Studies, 28(10): 1575-1586. 

 

Whittington, R. 2011. ‘The practice turn in organisation research: Towards a disciplined 

transdisciplinary’, Accounting, Organisations and Society, 36: 183-186. 

 

Whittington, R. 2017. ‘Strategy as Practice, Process and Institution: Turning towards 

Activity’. In: Langley, A. & Tsoukas, H. eds. The SAGE Handbook of Process Organisation 

Studies. Thousand Oaks: SAGE Publications.  

 

Whittington, R. & Cailluet, L. 2008. ‘The crafts of strategy. Special issue introduction by the 

guest editors’, Long Range Planning, 41: 241-247. 

 



359 

 

Whittington, R., Molloy, E. & Smith, A. 2006. ‘Practices of Strategising/Organising: 

Broadening Strategy Work and Skills’, Long Range Planning, 39(6): 615-629. 

 

Wiebe, E. 2010. 'Temporal Sensemaking: Managers' Use of Time to Frame Organizational 

Change'. In: Hernes, T. & Maitlis, S. Process, Sensemaking and Organising (Perspectives 

in Process Organisation Studies). Oxford University Press.  

 

Willis, J.W. 2007. Foundations of Qualitative Research: Interpretive and Critical 

Approaches. Thousand Oaks: SAGE Publications.  

 

Willmott, H. 1997. ‘Rethinking management and managerial work: Capitalism, control and 

subjectivity’, Human Relations, 50(11): 1329-1340. 

 

Wilson, D.C. 1999. A Strategy of Change. New York: International Thompson. 

 

Wilson, D. C. 2009. ‘Organizational change management’. In: Clegg, S. R. & Cooper, C. L. 

eds. The SAGE handbook of organizational behaviour. Volume II. 409–4 

 

Wilson, D.C. & Jarzabkowski, P. 2004. ‘Thinking and acting strategically: New challenges 

for interrogating strategy’, European Management Review, 1: 14-20. 

 

Wishniewsky, G. & Radovilsky, Z. 2009. ‘Applicability and acceptance of online and offline 

instruction for international education’, Journal of International Business and Economic, 

9(2): 151-158. 

 

Wolf, C. & Floyd, S.W. 2013. ‘Strategic planning research towards a theory-driven 

agenda’, Journal of Management, 43(6): 1754-1788 

 

World Bank. 2008. G20: Global Financial Crisis. Responding Today, Securing Tomorrow. 

World Bank. [Online] Available from: http:// web.worldbank. org/ WBSITE/ 

EXTERNAL/NEWS/0,,contentMDK:21972885~pagePK:64257043~piPK:4607,00.HTML. 

[Accessed: 15 February 2016]. 



360 

 

Yin, R.D. 1994. Case study research: Design and methods. 2nd ed. Thousand Oaks, CA: 

Sage. 

 

Yin, R.K. 2003. Case study research: design and methods. Thousand Oaks: Sage 

Publications. 

 

Yin, R.D. 2009. Case study research: Design and method. 4th ed. Thousand Oaks, CA: 

Sage. 

 

Yuan, C., Li, Y., Vlas, C.O. & Peng, M.W. 2018. ‘Dynamic capabilities, subnational 

environment, and university technology transfer’, Strategic Organisation, 16(1): 35-60. 

 

Zammuto, R.F. 2008. ‘Accreditation and the globalisation of business’, Academy of 

Management Learning and Education, 7(2): 256-268. 

 

Zawada, B. 2020. ‘Invisible Statues of Colonisation: Regulatory Curriculum Requirements 

in South African Higher Education’, Africa Education Review, 17(3): 142-157. Doi: 

10.1080/18146627/2019.1683457. 

 

Zilber, T.B. 2002. ‘Institutionalization as an interplay between actions, meanings, and 

actors: The case of a rape crisis center in Israel’, Academy of Management Journal, 45(1): 

234-254.    



361 

 

APPENDIX A: ETHICS APPROVAL CERTIFICATE 



362 

 

 



363 

 

 



364 

 

 



365 

 

 

 



366 

 

APPENDIX B: PARTICIPANT INFORMATION SHEET 



367 

 

PARTICIPANT INFORMATION SHEET  

 
Ethics clearance reference number: 2015_CEMS_BM_034 

 

7th April 2016 

 
Title of research project: Organisational change – organisational identity (OI) and 
organisational legitimacy (OL): a case study at a South African Business School 
 

Dear Prospective Participant 

 

My name is Nadine de Metz and I am conducting a research project with Prof M Jansen van 

Rensburg, a professor at the Graduate School of Business Leadership (SBL) and Prof A Davis, a 

professor in the Department of Business Management, towards a Doctor of Commerce degree at 

the University of South Africa (Unisa). We have funding from the College Research Funds for the 

first phase of the research project, to conduct observations and voice-recorded diaries. We are 

inviting you to participate in a study entitled “Organisational change – organisational identity and 

organisational legitimacy: a case study at a South African Business School”. 

 

WHAT IS THE AIM/PURPOSE OF THE STUDY? 

The aim of this study is to explore the linkages between organizational legitimacy and 

organizational identity in response to an organizational change event, at a South African Business 

School. This will be accomplished by tracking a change event over a 2-year period at a South 

African Business School. Through a real-time case-based study which focuses on academic staff 

members, we investigate how individuals make sense of a strategic change event by taking into 

account issues of organizational legitimacy and organizational identity. 

 

WHY AM I BEING INVITED TO PARTICIPATE? 

The research focuses on academic staff members at the SBL and how they interpret a change 

event. The value and contribution of the research is highly dependent on your cooperation and 

participation to ensure the success of the project. Permission was granted by the organization in 

terms of access and control of participants. All permanent academic staff (n=22) at the SBL will be 

invited to participate in the study. 

 

WHAT IS THE NATURE OF MY PARTICIPATION IN THIS STUDY / WHAT DOES THE 

RESEARCH INVOLVE? 
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In order to track the participant’s interpretation of the change event, participants will be asked to 

keep voice-recorded diaries. A comment guide will be provided for each time period with five 

questions – What is going well and why; what is going badly and why; what problems do you 

foresee; what have been the significant events; and what rumours are circulating? The diarists will 

record their comments during each workshop attended. The length of each voice-recording will not 

exceed 10 minutes. In addition, the researcher will conduct non-participant observations of 

workshops that the participants will be attending. 

 

CAN I WITHDRAW FROM THIS STUDY? 

Being in this study is voluntary and you are under no obligation to consent to participation.   If you 

do decide to take part, you will be given this information sheet to keep and be asked to sign a 

written consent form. You are free to withdraw at any time and without giving a reason. 

Participants can access information about the Unisa policy on Research Ethics at 

www.unisa.ac.za/cmsys/staff/contents/departments/res_policies/docs/Policy%20on%20Research

%20Ethics%20-%20rev%20appr%20-%20Council%20-%2020.06.2014.pdf 

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

This study will contribute to a scientific understanding of how individuals interpret a change event 

taking into account issues of organizational identity and organizational legitimacy. It is hoped that 

the study could inform both theory and practice and would be to the benefit of academics, the 

institution and South African Higher education as a whole. 

 

WHAT IS THE ANTICIPATED INCONVENIENCE OF TAKING PART IN THIS STUDY? 

The researcher does not reasonably foresee that respondents can be negatively affected in a 

financial, physical or emotional sense.  

 

WILL WHAT I SAY BE KEPT CONFIDENTIAL? 

Your name will not be recorded anywhere and no one will be able to connect you to the answers 

you give. Your answers will be given a fictitious code number or a pseudonym and you will be 

referred to in this way in the data, any publications, or other research reporting methods such as 

conference proceedings.  

 

Your answers may be reviewed by people responsible for making sure that research is done 

properly, including the transcriber, external coder, and members of the Research Ethics 

Committee. Otherwise, records that identify you will be available only to people working on the 
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study, unless you give permission for other people to see the records. Both the transcriber and 

external coder will maintain confidentiality by signing a confidentiality agreement. A report of the 

study may be submitted for publication (e.g. research report, journal articles or conference 

presentation) but individual participants will not be identifiable in such a report.   

 

HOW WILL INFORMATION BE STORED AND ULTIMATELY DESTROYED? 

Hard copies of your answers will be stored by the researcher for a period of five years in a locked 

cupboard/filing cabinet for future research or academic purposes; electronic information will be 

stored on a password protected computer. Future use of the stored data will be subject to further 

Research Ethics Review and approval if applicable. The data (both hard-copies and electronic 

data) will be retained for a period of 5 years, after which all of the data will be destroyed. 

 

HAS THE STUDY RECEIVED ETHICAL APPROVAL? 

This study has received written approval from the Research Ethics Committee of the College of 

Economic and Management Sciences, Unisa. A copy of the approval letter can be obtained from 

the researcher if you so wish. 

 

HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS? 

If you would like to be informed of the final research findings, please contact Nadine de Metz on 

012 429 4935 or email: dmetzn@unisa.ac.za.  The findings are accessible for 5 years. 

   

Should you require any further information or want to contact the researcher about any aspect of 

this study, please contact Nadine de Metz via email: dmetzn@unisa.ac.za or phone: 012 429 

4935. Should you have concerns about the way in which the research has been conducted, you 

may contact Prof M Jansen van Rensburg via email: Jvrenm@unisa.ac.za, or phone:  

  

 

Thank you for taking time to read this information sheet and for participating in this study. 

Thank you. 

 

 

 

Nadine de Metz 

mailto:dmetzn@unisa.ac.za


370 

 

PARTICIPANT INFORMATION SHEET  

 
23 March 2017 

 
Title of research project: Organisational change – organisational identity (OI) and 
organisational legitimacy (OL): a case study at a South African Business School 
 

Dear Prospective Participant 

 

My name is Nadine de Metz and I am conducting a research project under the supervision of Prof 

A Davis, a professor in the Department of Business Management, towards a Doctor of Commerce 

degree at the University of South Africa (Unisa). We received funding from the College Research 

Funds for the first phase of the research project, to conduct observations and voice-recorded 

diaries. The second phase of the research project is being funded by the Master’s and Doctoral 

Support (MDSP) Programme. We are inviting you to participate in a study entitled “Organisational 

change – organisational identity and organisational legitimacy: a case study at a South African 

Business School”. 

 

WHAT IS THE AIM/PURPOSE OF THE STUDY? 

The purpose of this research is to study how individuals interpret an organisational change process 

within a South African business school, taking into account issues of organisational identity (OI) 

and organizational legitimacy (OL).  This will be accomplished by tracking a change process over a 

2-year period at a South African Business School. The change process under investigation is the 

accreditation and development of the MBL degree.  

 

WHY AM I BEING INVITED TO PARTICIPATE? 

The research focuses on academic staff members at the SBL and how they interpret a change 

event. You are being invited to take part in the study because you meet the following criteria for 

participating in the research: 

 

- You have been employed for more than two years in your current position at the SBL. 

- You are an academic staff member at the SBL and you are directly involved in the 
development of the MBL degree. 

 

The value and contribution of the research is highly dependent on your cooperation and 

participation to ensure the success of the project. Permission was granted by the organization in 
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terms of access and control of participants. All permanent academic staff directly involved in the 

development of the MBL degree at the SBL will be invited to participate in the study. 

 

WHAT IS THE NATURE OF MY PARTICIPATION IN THIS STUDY / WHAT DOES THE 

RESEARCH INVOLVE? 

You will be requested to participate in this study in the form of interviews where you will be the 

interviewee. If you choose to be a volunteer for this research, you will be requested to participate in 

an interview and a follow-up interview 6 months after the first interview. Each interview will be 

approximately 60-90 minutes in length. The interviews will be held at the SBL campus.  

 

The interview will be semi-structured interviews. This means that I will ask you a series of 

predetermined but open-ended questions. There is no right or wrong answer and feel free to 

respond as per your understanding of the question. 

 

CAN I WITHDRAW FROM THIS STUDY? 

Participation in this research is voluntary and you are under no obligation to consent to 

participation.   If you do decide to take part, you will be given this information sheet to keep and be 

asked to sign a written consent form. You are free to withdraw at any time and without giving a 

reason. Participants can access information about the Unisa policy on Research Ethics at 

www.unisa.ac.za/cmsys/staff/contents/departments/res_policies/docs/Policy%20on%20Research
%20Ethics%20-%20rev%20appr%20-%20Council%20-%2020.06.2014.pdf 

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

This study will contribute to a scientific understanding of how individuals interpret a change 

process taking into account issues of organizational identity and organizational legitimacy. It is 

hoped that the study could inform both theory and practice and would be to the benefit of 

academics, the institution and South African Higher education as a whole. 

 

WHAT IS THE ANTICIPATED INCONVENIENCE OF TAKING PART IN THIS STUDY? 

The potential level of inconvenience for participating in this study is minimal. All the interviews will 

be scheduled at a time convenient to the participant, taking into account your availability and work 

commitments. Participants are assured of their anonymity and confidentiality and participants may 

withdraw from the study at any time should they wish to do so, without giving a reason. 

Participants will not be forced to share information that they would rather withhold. 

WILL WHAT I SAY BE KEPT CONFIDENTIAL? 
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Your contribution to the interview process will not be given to any third party, except for 

professional transcribers and co-coders who will assist in processing the raw data. Your name will 

not be recorded anywhere, and no one will be able to connect you to the answers you give. Your 

answers will be given a fictitious code number, or a pseudonym and you will be referred to in this 

way in the data, any publications, or other research reporting methods such as conference 

proceedings. In this way, risks to your confidentiality will be minimized. 

 

Your answers may be reviewed by people responsible for making sure that research is done 

properly, including the transcriber, external coder, and members of the Research Ethics 

Committee. Otherwise, records that identify you will be available only to people working on the 

study, unless you give permission for other people to see the records. Both the transcriber and 

external coder will maintain confidentiality by signing a confidentiality agreement. A report of the 

study may be submitted for publication (e.g. research report, journal articles or conference 

presentation) but individual participants will not be identifiable in such a report.   

 

Every effort will be made by the researcher to ensure that you will not be connected to the 

information that you share during the interviews.  

 

HOW WILL INFORMATION BE STORED AND ULTIMATELY DESTROYED? 

Hard copies of your answers will be stored by the researcher for a period of five years in a locked 

cupboard at for future research or academic purposes; electronic information 

will be stored on a password protected computer. Future use of the stored data will be subject to 

further Research Ethics Review and approval if applicable. The data (both hard-copies and 

electronic data) will be retained for a period of 5 years, after which all of the data will be destroyed 

in a shredder and soft copies of the data will be deleted using permanent file deletion software. 

 

WILL I RECEIVE PAYMENT OR ANY INCENTIVES FOR PARTICIPATING IN THIS STUDY? 

You will receive no payment or incentive for participating in this study. Participation is completely 

voluntary and bears no financial cost or financial incentive. 

 

HAS THE STUDY RECEIVED ETHICAL APPROVAL? 

This study has received written approval from the Research Ethics Committee of the College of 

Economic and Management Sciences and Unisa Senate Research and Innovation and Higher 

Degrees Committee (SRIHC). A copy of the approval letters can be obtained from the researcher if 

you so wish. 
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HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS? 

If you would like to be informed of the final research findings, please contact Nadine de Metz on 

012 429 4935 or email: dmetzn@unisa.ac.za.  The findings are accessible for 5 years. Should you 

require any further information or want to contact the researcher about any aspect of this study, 

please contact Nadine de Metz via email: dmetzn@unisa.ac.za or phone: 012 429 4935. Should 

you have concerns about the way in which the research has been conducted, you may contact 

Prof A Davis via email: Davisa@unisa.ac.za, or phone:   

 

Thank you for taking time to read this information sheet and for participating in this study. 

 

Thank you. 

 

 

 

Nadine de Metz 

 

 

mailto:dmetzn@unisa.ac.za
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CONSENT TO PARTICIPATE IN THIS STUDY 

Organisational change - organisational identity and organisational legitimacy: a case study 

at a South African Business School 

 

I, __________________ (participant name), confirm that the person asking my consent to take 

part in this research has told me about the nature, procedure, potential benefits and anticipated 

inconvenience of participation.  

 

I have read (or had explained to me) and understood the study as explained in the information 

sheet.   

 

I have had sufficient opportunity to ask questions and am prepared to participate in the study.  

 

I understand that my participation is voluntary and that I am free to withdraw at any time without 

penalty (if applicable). 

 

I am aware that the findings of this study will be anonymously processed into a research report, 

journal publications and/or conference proceedings.   

 

I agree to the recording of the observations and voice-recorded diaries.  

 

I have received a signed copy of the informed consent agreement. 

 

Participant name & surname_______________________________ (please print) 

 

Participant signature_________________________ Date__________________ 

 

Researcher’s name & surname_____________________________ (please print) 

 

 

Researcher’s signature_________________________Date__10 March 2016___ 
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CONSENT TO PARTICIPATE IN THIS STUDY 

Organisational change - organisational identity and organisational legitimacy: a case study 

at a South African Business School 

 

I, ___________________(participant name), confirm that the person asking my consent to take 

part in this research has told me about the nature, procedure, potential benefits and anticipated 

inconvenience of participation.  

 

I have read (or had explained to me) and understood the study as explained in the information 

sheet.   

 

I have had sufficient opportunity to ask questions and am prepared to participate in the study.  

 

I understand that my participation is voluntary and that I am free to withdraw at any time without 

penalty (if applicable). 

 

I am aware that the findings of this study will be anonymously processed into a research report, 

journal publications and/or conference proceedings.   

 

I agree to the recording of the interviews. 

 

I have received a signed copy of the informed consent agreement. 

 

Participant name & surname_______________________________ (please print) 

 

Participant signature_________________________ Date__________________ 

 

Researcher’s name & surname_____________________________ (please print) 

 

 

Researcher’s signature_________________________Date__13 April 2017_____ 
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DIARY COMMENT GUIDE 
Dear Participant 
 
The five questions below will be used to track your interpretation towards a change process, namely the 
restructuring and development of the MBL degree. These five questions have to do with the communication 
phase of the change process, up to and including the workshops you are attending on the 10th and 11th 
August 2016.   

 
Before answering each question, please read out the question first before answering when you 
conduct the voice-recording. 
 
1. Background  

 
Location: …………………………………………………………………………………………………….. 
Date: …………………………………………………………………………………………………………. 
Voice-recording start time: ……………………… Voice-recording end time…………………………. 
 

1. What is going well and why? 

 

2. What is going badly and why? 

 

3. What problems do you foresee? 

 

4. What have been the significant events? 

 

5. What rumours are circulating? 

 

 

Thank you for your participation! 

(Researcher’s contact details:  

Email: dmetzn@unisa.ac.za;  

Cell: 084 712 4905) 
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STRUCTURED INTERVIEW QUESTIONS/TOPICS TO DISCUSS AND EXPLORE 

SECTION A: About the informant 

What is your formal position and title at the SBL? 

How long have you been with the SBL? 

Have you been involved in the accreditation and development of a module before? If yes, please elaborate. 

What type of module are you responsible for (elective, foundational, core?) 

SECTION B: Questions specific to the accreditation process 

 

Screening question: Were you involved in any way with the accreditation process which began in 2013? If yes, 

answer questions under section 1; if no answer questions under section 2. 

Section 1: Questions for participants involved in accreditation process: 

• Tell me a bit about the role that you played in the accreditation process? For example, 

- Were you part of the development team for the form 3’s? 

- Were you part of the task team in 2013 that dealt with the preparation phase of the MBL? 

• When the accreditation process began in 2013, what were your thoughts (expectations) in terms of this 

process?  

• What were the general thoughts amongst colleagues about this process? 

• How did you see the organization at the time the MBL was going through the process of accreditation in 

2013-2016? 

• Who were the champions/drivers during the accreditation process? 

 

Section 2: Questions for participants who were not involved in the accreditation process: 

• Do you know what the process entails? 

• Can you tell me what the accreditation process mean to you? 

• Were you at all familiar with formal documents or policies relating to the accreditation procedures? If yes 

how? 

SECTION C: Questions on the organization and module development process  

At this point in time, how would you describe the organization? If I asked you “who is the SBL now?” how 

would you describe it? 

- (The unique characteristics) 

- (values of the organization) 

- (identifying features) 

- (distinguishing organizational features) 

How does the SBL compare itself to other business schools?  

(Similarities and differences) 

How does the MBL degree compare to other MBA degrees?  

What do you believe is central to the success of the MBL degree? 

Do you have any affiliations with other business schools, if yes, please elaborate. 

Specific questions on the module development process 
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Take some time to think how you felt when the development of the new MBL was originally announced - when 

the first discussions were had regarding the MBL development. 

 

• When the development of the new MBL was originally announced,  

o What was your initial perception/expectation of the change event? 

o What were people’s thoughts in terms of the change event? 

o What types of words were used to describe the change event? 

• What are some of your experiences with your colleagues on campus in instituting the new module 

development framework? (Probe further: Have you experienced any promotion of/resistance to the 

change event?) 

 

During the MBL development: 

• What day-to-day activities were you involved with that were key to the development of the MBL degree? 

• What do you most like about the way this change event has been implemented? (Probe for aspects such as 

development, communication, participation.)  

• What do you least like and why? Examples? 

• What are the main challenges/problems and opportunities you see regarding the change event? Why?  

 

Prospective Outlook: 

• What do you think the main issues (good or bad) regarding the change event in 6 months’ time will be? 

• How do you think the new MBL will impact on the SBL standings/reputation? 

• How do you think such a change process could be improved in future applications? 

 

Resources: 

• What resources, in your opinion, are needed to carry out the development of the MBL properly? Did you 

have access to all these resources? 

• In terms of the skills required to develop a module, do you feel you had the sufficient skills required to 

successfully develop a module? If no, discuss the skills you require further training in.  

 

Is there anything else you think is important for me to know that I have not yet asked you about?  

 

SECTION D: Questions on materiality during the module development process 

• What are some of the materials/tools you used to accomplish the activities you conducted during the 

development of the MBL module? 

• Can you tell me what formal documents or polices did you familiarize yourself with that were important 

and relevant in terms of the accreditation and development of the MBL degree? 

• Tell me about the role that the form 3’s play (probe further on study material templates, presentations and 

other forms of materiality that was used/necessary during this process). 

SECTION E: Themes from observations conducted in phase 1 

I want to spend some time talking over some of the themes that arose from observations I conducted during the 

development of the MBL modules. 

 

• I’m going to read some words/phrases associated with themes I identified during the observations, could you 
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tell me what each word means to you in terms of the development of the MBL and the SBL at large? 

o The term Africanisation 

o Being global 

o Content verses context 

o New assessment methods 

o Identity in the competitive space 

o Positioning in the market place 

o Internationalization  

o Westernized 

o Creativity 

o Integration 

 

• I’m going to read some descriptions of the SBL that I have collected from various sources over the past 

several months. Could you tell me what each description means to you? Does it match with the description 

of the company as it currently stands?  

 

The SBL can be described as a…. 

o School of excellence 

o An African business school  

o Leading business school in South Africa 

o Leading business school in Africa 

o “Super brand” (The SBL was nominated as a “Super brand” in 2006, would you still describe 

the SBL as such?) 

o School offering State-of-the-art products 

o School with effective marketing and image building 

 

• How important to you is it that the SBL is seen as: 

o School of excellence 

o An African business school 

o Leading business school in South Africa 

o Leading business school in Africa 

o “Super brand” (The SBL was nominated as a “Super brand” in 2006, would you still describe 

the SBL as such?) 

o School offering State-of-the-art products 

o School with effective marketing and image building 

 

Before we end the interview, is there anything else you want me to know before we end the interview?  

 

Thank you, your time is much appreciated! 
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