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Abstract

Guided by the theoretical underpinnings of symbolic interactionism, this study set
out to describe and analyse how stakeholders in a New Zealand Primary School
understand effective school leadership, and how their meanings of leadership are
influenced by the context in which they work. Review of the school leadership
literature indicated that there was widespread agreement on the importance of
leadership for school effectiveness but limited empirical data on how, or why, this
was the case.
To gain an understanding of stakeholders’ meanings of effective leadership the study
adopted a qualitative, case study design. Purposive, criterion-based selection was
used to select a school considered to have highly effective leadership practices and to
identify a cross-section of stakeholders within that school. The participants were the
principal, Board of Trustees chairperson, assistant principal, teacher, general staff
member, and student. Data were gathered from concept maps, semi-structured
interviews and selected school documents such as the school’s Education Review
Office report and staff job descriptions. Data were analysed using grounded theory
methods of analysis, specifically the use of constant comparison through open and
axial coding.
The findings of the study are presented and examined in terms of three theoretical
propositions that encapsulate the stakeholders’ meanings of effective school
leadership. The first proposition examines three core values – concern for the
individual, a commitment to learning, and an expectation of high performance – that
permeated the school and influenced stakeholders’ meanings and leadership
practices. The second proposition examines the provision of direction, which
involved articulation of a strong vision, use of symbols and ceremonies, modelling
valued practices and beliefs, and raising the aspirations of staff and students. The
third proposition examines leading and managing processes, which included the
development of a team structure, leading and managing staff appointments and nonperformance, managing communications, meetings and time, and providing
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opportunities for decision-making and leadership. Although considered in separate
chapters, the three theoretical propositions are inter-related.
The findings from this study highlight the importance of a set of core, common
values for school leadership, confirm the role that leaders play in providing direction
through a variety of symbolic activities, re-emphasise the need for studies of
leadership to consider the context specific and people-based aspects of leadership,
and confirm the place of teams in achieving a school’s goals and reinforcing its
values. The findings of the study also identify a need for team learning and
development, and for a greater focus on values and beliefs in development
programmes for principals. In addition, from both a theoretical and practical
perspective, the findings establish a need for further research into the conception and
practice of distributed leadership, and indicate that principals continue to play a
central leadership role in self-managing, primary schools. The study’s findings, thus,
add to an at present limited base of empirical data on school leadership, and provide
an insight into the perspectives of those involved in the leadership processes.
Although the study’s findings are based on a single school, in a particular context,
the research design and methodology, including use of theoretical propositions,
means the findings and conclusions generated from the study are pertinent to
leadership theory, leadership research and leadership policy and practice in various
contexts. The findings of this study are therefore likely to be of use to researchers of
educational leadership, school principals, other school leaders, educational policy
makers, and those designing and implementing professional learning programmes for
principals and other school leaders.

ii

Statement Of Originality

This work has not previously been submitted for a degree or diploma in any university.
To the best of my knowledge and belief, the dissertation contains no material previously
published or written by another person except where due reference is made in the
dissertation itself.

Signed

iii

Acknowledgements

I dedicate this dissertation to my parents, who received minimal formal education
themselves, but instilled in me the importance of education and encouraged me in my
pursuits.
I wish to acknowledge Professor Neil Dempster for his supervision and for his
encouragement of the Christchurch College of Education, EdD cohort. I wish to
especially thank Dr Simon Clark, my second supervisor, for his prompt responses to
my enquiries and his insightful comments and suggestions.
I also wish to acknowledge the Christchurch EdD cohort for their personal and
academic support, particularly Dr Maureen Doherty for ensuring we regularly met
together and supported each other as we undertook our study. I also wish to
acknowledge the support of Christchurch College of Education for providing the
study leave that made completion of my dissertation possible, and Dr Ian Hall,
principal for most of my study period, for his regular encouragement. A particular
thanks goes to Rex Johnstone, whose on-going support and able leadership of the
School of Primary Teacher Education in my absence, enabled me to focus on my
dissertation at critical times. Thanks also to Ali Mitchell, my P.A., for her support
and practical help and Mary Lewis for her accurate transcriptions.
Thanks to Sarah and Michael, for putting up with their Dad being frequently
engrossed in his dissertation.
Finally, I wish to especially thank the participants in this study for giving up their
time and willingly and openly sharing their thoughts on effective primary school
leadership.

iv

CONTENTS

ABSTRACT

I

STATEMENT OF ORIGINALITY

III

ACKNOWLEDGEMENTS

IV

CONTENTS

V

LIST OF TABLES AND FIGURES

XII

LIST OF APPENDICES

XIII

CHAPTER 1 INTRODUCTION

1

Chapter Overview

2

New Zealand School Management and Governance

3

Purpose and Focus of the Study

5

Significance of the Study

7

Research Design and Methodology

10

Organisation of the Dissertation

12

CHAPTER 2 LITERATURE REVIEW

13

Introduction

13

Chapter Overview

14

The Nature of Leadership

14

The Changing Focus of Educational Leadership Research

16

Leadership and Management

18

v

Transactional and Transformational Leadership

19

Leadership as a Complex Social Process

21

Dimensions of Leadership

22

Structural Dimension

24

Educational Dimension

24

Moral Leadership

25

Instructional Leadership

26

Human Dimension

28

People as Individuals

28

The Place of Emotions

29

Participation in Decision-Making

29

Professional Development

30

Symbolic Dimension

30

Political Dimension

32

Power Sharing and Decision Making

34

Post-Transformational, Distributed Leadership

36

Studying leadership in context

39

Conclusion

40

CHAPTER 3 METHODS

41

Introduction

41

Chapter Overview

42

Symbolic Interactionism

42

The Central Research Question

43

Study of a Single Case

44

Selection of the School and Participants

46

Data Gathering

49

vi

Concept Maps

49

Concept Mapping Procedures Used in this Study

50

Interviews

51

Semi-structured Interviews

52

Semi-structured Interview Procedures Used in this Study

53

Document Analysis

54

Overview

55

Data Analysis

55

Analysis of Concept Maps

55

Grounded Theory Methods of Data Analysis

56

Memos and Diagramming

56

Open Coding

57

Analysis Grids

59

Axial Coding

59

Emergence of Three Theoretical Propositions

61

Summary

62

Trustworthiness

63

Transferability

64

Ethical Considerations

64

Conclusion

65

CHAPTER 4 THE CONTEXT AND PARTICIPANTS
Introduction

67
67

Chapter Overview

68

Recent Global Influences on New Zealand’s Education System

68

Background

68

The ‘New Right’, Market Ideology

69

Devolution in New Zealand

69

Curriculum and Assessment

70

Parental Choice and Participation, and Competition

71

Teacher Workloads

72

In summary

72

vii

The Current New Zealand Education System

73

The School and Community

74

Students, staff and facilities

75

Syndicate and Management Structure

77

Participants in the Study

78

The Principal: Mary

78

Assistant Principal: Shona

80

Teacher: Dave

81

General Staff Member: Pam

82

Board of Trustees: Jane, Chairperson and Other Member

82

Student: Philip

83

Conclusion

84

CHAPTER 5 ESTABLISHING CORE VALUES
Introduction

85
85

Chapter Overview

87

Concern for Others

87

A Focus on People as Individuals

87

Valuing Others and Being Part of a Team

89

Open-door Policy

89

Providing Care and Support

91

In conclusion

92

A Commitment to Learning

92

Commitment to Children’s Learning

93

Providing a balanced curriculum with a focus on literacy and numeracy
Commitment to Teachers’ Learning

95
96

Principal’s learning

97

An Expectation of High Performance

99

Conclusion: Leadership as Values Driven

101

viii

CHAPTER 6 PROVISION OF DIRECTION
Introduction

103
103

Chapter Overview

105

Symbols, Culture and Vision

105

Articulating the Vision

106

Symbols and Ceremonies

108

Modelling Valued Beliefs and Practices

110

Demonstrate Attributes Expected of a Leader

111

Seeing the Big Picture

111

Demonstrate Self-Confidence

112

Demonstrate Knowledge and Expertise

113

Demonstrate Interpersonal skills

114

Demonstrate Integrity

115

Providing Inspiration

117

Attribution of Leadership Status

119

Conclusion

120

CHAPTER 7 LEADING AND MANAGING PROCESSES
Introduction

123
123

Chapter Overview

125

Leadership and Management

125

Developing Leadership and Management Structures

126

Key Individuals and Groups

126

The Principal

126

Assistant Principal (AP)

127

Special Needs Coordinator

127

Management Team

128

Board of Trustees (BOT)

128

Developing a Team Structure

129

ix

The Hierarchical Structure

129

Consequences of the team-based, hierarchical structure
Leading and Managing Staff

130
132

Appointment of staff

132

Managing Staff Non-Performance

134

Managing Communication

135

Managing Meetings and Time

136

Managing Stress

136

Providing Opportunities For Involvement In Decision-Making

138

Providing Leadership Opportunities

139

Syndicate Leadership

141

Curriculum Leadership

141

Classroom Leadership

142

General, Administrative ‘Leadership’

142

Student ‘Leadership’

143

Conclusion

144

CHAPTER 8 CONCLUSION

147

Introduction

147

Overview of the Study

147

Significance of the study

148

Research design and methodology

148

Outcomes of the Study

149

1.

Leadership strategies, as represented in the three theoretical propositions, are interrelated

150

2.

Leadership involves people - their actions, interactions and attributes

152

3.

Leadership is influenced by context

153

4.

Leadership meanings and practices are shaped by a set of core, common values and the provision

of direction

154

5.

Teams play an important role in primary school leadership

155

6.

Leadership can be distributed, but this requires particular conditions

156

7.

The principal plays a key role in effective school leadership

158

8.

The focus of effective school leadership is learning

159

In summary

161

x

Limitations of the Study

162

Implications of the Research Findings

162

Implications Of The Research Findings For The Theoretical Literature

163

People-based and values related aspects of leadership

163

The nature of distributed leadership

163

Implications of the Research Findings for Future Research

164

Undertake similar research in a variety of contexts

164

The relationship between distributed leadership and strong principalship

165

Implications Of The Research Findings For Policy And Practice

166

The need to consider values in professional development programmes for principals

166

The need for team learning and development

167

Conclusion

168

BIBLIOGRAGHY

171

APPENDICES

187

xi

List of Tables and Figures

List of Tables
3.2

Transcript reference codes ...............................................................................54

3.3

An example of open coding of the principal’s interview transcript.................58

3.4

Concern for the Individual: A theoretical memo showing an example
of the use of Strauss & Corbin’s (1990) axial coding paradigm......................60

5.1

Strategies, descriptions and examples of Establishing Core Values................86

6.1

Strategies, descriptions and examples of Provision of Direction ....................104

7.1

Strategies, descriptions and examples of Learning & Managing
Processes..........................................................................................................124

List of Figures
3.1

Example of concept map propositions .............................................................49

8.1

Model of effective school leadership ...............................................................151

xii

List of Appendices

Appendix 1: An Overview of the Research Design and Methodology

188

Appendix 2: Information Sheet for Participants

189

Appendix 3: Sample Participant Consent Form

191

Appendix 4a: Principal's Concept Map

192

Appendix 4b: Student's Concept Map

193

Appendix 5: Interview Guide

194

Appendix 6a: Sample Pages from Assistant Principal's Interview
Transcript

195

Appendix 6b: Sample Pages from Assistant Principal's Concept Map
Transcript

198

Appendix 7: Memo Following Interview with Principal: 21 March
2003

201

Appendix 8: Sample Analysis Grid - Assistant Principal

203

Appendix 9: Analysis of the Concept Maps & Interviews
Emerging categories

205

Appendix 10: Categories, Sub-categories and Descriptions

209

Appendix 11: Conditional Matrix (Strauss and Corbin, 1990) for
Leadership at Moorpark School

211

Appendix 12: Moorpark School Leadership/Management Structure
(Example of Diagramming)
Appendix 13: Summary of Moorpark School ERO Report

xiii

212
213

CHAPTER 1
INTRODUCTION

He aha te mea nui o te ao?

He tangata, he tangata, he tangata.

What is the most important thing in the world?

It is people, it is people, it is people.

This dissertation is introduced by a Maori whakatauki (proverb), firstly to acknowledge
New Zealand’s bicultural society and secondly because this whakatauki highlights a key
aspect of leadership, that is, above all else, effective school leadership is about people.
Governments, parents and society in general have high expectations of schools and
those who lead and manage them. They see schools as playing an essential role, not
only in the growth and development of students as individuals, but also in preparing
them to play a productive role in society and the workforce. As stated by the Secretary
of Education in the foreword to the New Zealand Curriculum Framework (1993):
Today New Zealand faces many significant challenges. If we wish to progress as a
nation, and enjoy a healthy prosperity in today’s and tomorrow’s competitive
world economy, our education system must adapt to meet these challenges
(Ministry of Education, 1993, p. 1).
In turn, it is expected that school leaders, particularly principals, will play a major role
in ensuring that schools operate effectively and adapt to meet the needs of students,
society and the economy. During the reforms of the 1990s achievement of this goal
focussed on effective administration. By the time of this study, a decade later, the focus
was shifting to effective teaching and clearer expectations of students’ achievement. As
Howard Fancy (2004), Secretary of Education stated; “At a policy level the focus has
strongly switched to one that places at its heart raising student achievement with the
focal point for raising achievement being the raising of teaching effectiveness”. If this is
to be achieved, it is imperative that researchers, practitioners and policy makers
understand the nature and effect of school leadership, particularly its effect on teaching
and learning.
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My desire to research, in depth, and in context, a single case of effective school
leadership stemmed from a growing belief that generalised models of leadership, and
categorisations of leadership research and its key elements (Bolam, 1993; Hay McBer,
2003; Leithwood & Duke, 1999; Sammons, Mortimore & Hillman, 1995; Southworth,
1990), mask the complexities, intricacies, and relationships, inherent in school
leadership in practice (Southworth, 2002). Furthermore, while the literature points to a
growing acceptance of the need for, and advantages of, shared or distributed leadership,
many principals still speak in terms of ‘my school’ (Southworth, 1995b). Thus, there
appeared to be a growing need to undertake further research on effective school
leadership, in practice and in context, taking into account the perspectives of all those
involved in leadership processes (Southworth, 2002).
In designing this study, I recognised that focusing on a specific school and its
stakeholders would limit the generalizability of the findings, but that the study of a
single case (Bassey, 1999; Burns, 1994; Lincoln & Guba, 2000; Stake, 1994) would
also enable me, as the researcher, to investigate the complex, interrelated, embedded
aspects of leadership. As Adelman, Kemmis & Jenkins, (1980) argue, case studies,
“recognise the complexity and ‘embeddedness’ of social truths. By carefully attending
to social situations, case studies can represent something of the discrepancies or
conflicts between the viewpoints held by participants” (p. 59). The study reported in this
dissertation, therefore, focuses on understanding school leadership, in context, with all
its actions, interactions and complexities, from the stakeholders’ perspectives. In so
doing, it acknowledges the need to understand the context in which leadership processes
operate (Dimmock & Walker, 2000; Leithwood, Jantzi & Steinbach, 2003; MacBeath,
Moos & Riley, 1998, Moos, 2000). The national, management and governance context
of this study, outlined below, provides an introduction to the wider contextual aspects of
the study, addressed in detail in Chapter 4.

Chapter Overview
The following section of this chapter describes the national context for the study, by
outlining the impact of ‘self-managing schools’ on the management and leadership of
New Zealand schools in the last two decades. The chapter then explains the purpose and
focus of the study, and the significance of the study for practitioners and researchers.
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Following this, it outlines the research design and methodology, before concluding with
an overview of the structure of the dissertation.

New Zealand School Management and Governance
New Zealand, like almost all western-democracies, has in the last two decades seen
extensive changes to educational administration. These changes have had a major
impact on the role of school leaders, particularly principals. Central to these changes has
been the devolution of authority and responsibility, in the form of ‘self managing’
schools (Caldwell & Spinks, 1998). In New Zealand these educational reforms, which
became known as ‘Tomorrow’s Schools’, were more rapid and far reaching than in most
other parts of the world (Codd & Gordon, 1991; Wylie, 1994). The reforms gained their
legal status through the 1989 Education Act (New Zealand Government, 1989), which
devolved responsibility to schools, while also strengthening central government control.
As a result, every New Zealand school is now governed by a Board of Trustees (BOT)
and managed by the principal. This relationship is formalised by a Charter, between
each school’s BOT and the Ministry of Education, and compliance with the Charter is
monitored by the Education Review Office (ERO) through, on-site, ‘Education
Reviews’.
The introduction of self-managing schools in New Zealand, as in many other Western
countries, resulted in an intense focus on issues of authority and organisation, leaving
issues relating to teaching and learning largely neglected for almost a decade (Ball,
1994; Codd, 1990; Williams, Harold, Robertson & Southworth, 1997; Wylie, 1997).
Only recently has the New Zealand Ministry of Education’s focus returned to excellence
in teaching and children’s learning (New Zealand Government, 2001; Ministry of
Education, 2004a; 2004b). This renewed focus on teaching and learning (Fancy, 2004)
has however not reduced the need for principals to spend a large amount of time on
budgeting, resource allocation and other generic management activities. Balancing the
competing demands of effective school administration and external accountability, with
those of ensuring excellence in teaching, learning and children’s development (Murphy,
2002), has thus created a number of tensions for principals and other school leaders
(Day, Harris, Hadfield, Tolley & Beresford, 2000; Robertson, 1998; Thew, 2002;
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Wylie, 1997). Day et al. (2000), for example, identified seven major tensions for school
leaders: leadership versus management, development versus maintenance, internal
versus external change, autocracy versus autonomy, personal time versus professional
tasks, personal values versus institutional imperatives, and leadership in small versus
large schools.
Although principals are now increasingly accountable, their work remains fragmented
and often interrupted as they deal simultaneously with a multitude of issues and tasks
(Hall & Southworth, 1997; Williams et al., 1997; Wylie, 1994). While the literature
talks of the need to provide vision and transformational leadership (Bass & Ovolio,
1994; Burns, 1978; Leithwood, Tomlinson & Genge, 1996; Silins & Mulford, 2002),
much of a principal’s time is actually taken up by administration and management.
Furthermore, while many researchers and principals now promote collaborative
(Telford, 1996; Leithwood, Jantzi & Steinbach, 1999) or distributed leadership
(Bennett, Wise, Woods & Harvey, 2003; Gronn, 2000; Oduro, 2004; Spillane,
Halverson & Diamond, 2001), most principals still feel responsible for ‘my school’, and
many still speak in terms of their personal influence, authority and control (Nias,
Southworth & Yeomans, 1989; Southworth, 1995b). Furthermore, in an increasingly
competitive environment, where schools and principals are subject to public scrutiny
and accountability, principals are very aware that ‘the buck stops’ with them.
Despite the often competing values and priorities associated with running a school like
an effective business and also meeting the learning and developmental needs of children
(Dempster & Logan, 1998; Dempster & Mahony, 1998), and the increased workloads
resulting from self-management (Robertson, 1998; Williams et al., 1997; Wylie, 1997),
“… there is very little evidence from research anywhere that principals in devolved
systems would prefer to return to the previous more centralized model” (Sharpe, 1996,
p. 6). As Sharpe (1996) argues, devolution is in itself neither ‘good’ nor ‘bad’ as it
provides both restrictions and new possibilities for schools. It has though resulted in an
environment in which effective school leadership, particularly transformational
leadership, has become increasingly important. In the past, with a highly centralised
national education system, and limited decision-making at the school level,
transactional approaches to leadership sufficed. Today, however, with school-based
management, uncertainty and rapid change, shared and transformational approaches to
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leadership are needed (Lambert, 2002; Mulford & Bishop, 1997; Silins & Mulford,
2002).
While, in this age of accountability at the school level, responsibility ultimately falls on
the principal, he or she cannot, for legislative, practical and educational reasons, lead
and manage the school alone. From a legislative perspective, the principal is appointed
by, and is responsible to, a BOT, representing the parents and community, whose views
must be considered. From a practical, workload perspective, the magnitude of the
educational and administrative leadership required in an effective, self-managing school
results in a need for the principal to share leadership and management responsibilities
with others. Furthermore, from an educational perspective, there is growing evidence
that distributed leadership benefits both the institution and its members (Crow, 1998;
Sergiovanni, 1992; Telford, 1996). To understand leadership in this environment
requires investigation of the meanings and perceptions of all those involved in the
leadership process. Thus, while this study acknowledges and investigates the leadership
role played by the principal, the focus is on leadership as a social process that involves
and impacts on all stakeholders.

Purpose and Focus of the Study
To better understand the key features of effective leadership, this study investigated the
meanings of effective school leadership held by the following stakeholders, in a New
Zealand primary school: the principal, the assistant principal, a teacher, a general staff
member, a student and a parent, the chairperson of the Board of Trustees (BOT). It
investigated, from a symbolic interactionist perspective (Blumer, 1969), how these
meanings of effective leadership have been developed through stakeholders’
interactions with each other, and in turn, how these meanings have influenced ongoing
interactions, and the school’s organisational structure, culture and leadership processes.
As school leadership involves many stakeholders, each with his/her own ideas, values
and meanings, a valid and comprehensive understanding of leadership must encompass
the perceptions of all those involved in this complex, dynamic, social process. The
worth of gaining multiple, stakeholders’ perspectives of leadership, in actual schools, is
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evident in the research of Southworth (1998), Telford (1996) and Day et al. (2000).
Researchers in these studies used observations, document analysis and interviews with
principals, teachers, parents and students, to gain empirical data in order to illuminate
effective school leadership.
Southworth (2002) argues that a weakness of most school leadership literature is that it
attempts to draw general conclusions and does not take into account contextual factors
such as the size and type of school, its socio-economic and geographical location, or the
gender of the principal. Having considered the case study literature (Bassey, 1999;
Burns, 1994; Gomm, Hammersley & Foster, 2000; Lincoln & Guba, 2000; Stake, 1994;
Yin, 1994) it was apparent that a case study approach would best meet this study’s
objective of gaining an insight into the subtlety and complexity of leadership in a given
context. This view was supported by the efficacy of Wolcott’s (1973) study of an
American elementary school principal and Southworth’s (1995) study of an English
primary school headteacher, in gaining in-depth understandings of leadership in
particular contexts.
In keeping with the findings above, this study focused on gaining an in depth picture of
the intricacies and complexities of effective leadership in a single New Zealand primary
school. A qualitative, interpretive methodology and a symbolic interactionist theoretical
perspective were used to investigate stakeholders’ meanings (Blackledge & Hunt, 1985)
of effective school leadership and the relationship of these meanings to the school’s
leadership practices. As described by Blackledge & Hunt (1985), “meanings are
personal to the actor; they are not given by culture or society, rather they are constructed
from culture by the actors involved” (p. 235). Meanings focus on what individual
participants see as important and what they perceive the intentions and significance of
activities to be.
The resulting research question for this study was:
How do stakeholders in a New Zealand primary school perceive effective school
leadership?
To investigate this major research question, the data gathering and analysis processes
were guided by further questions:

6

•

What are the participants’ meanings of an effective school leader and, in
particular, of effective school leadership?

•

What actions, interactions and conditions influenced participants’ meanings?

•

What are the effects of these actions, interactions, and conditions, on leadership
at Moorpark School, and on the participants’ evolving conceptualisations of
leadership?

These questions, which were designed to be consistent with the study’s theoretical
underpinning of symbolic interactionism, were not envisaged as specific research
questions to be answered, rather, they were intended to guide the collection of data, with
the aim of developing theory and enhancing understanding of effective primary school
leadership.

Significance of the Study

If effective leadership is a critical factor in enabling teaching and learning (Fullan &
Hargreaves, 1992; Hallinger & Murphy, 1985; Hargreaves, 1994; Sammons et al.,
1995) it is essential that school leadership processes are well understood (Murphy &
Shipman, 2003). However, despite the almost universal acceptance that school
leadership in general, and the principal’s role in particular, are pivotal to school
effectiveness (Day et al., 2000; Southworth, 2002), there is a distinct lack of empirical
data on how and why this is the case (Hall & Southworth, 1997; Hallinger & Heck,
1998). Day et al. (2000) and Southworth (2002) argue that, until recently, school
leadership research has focussed largely on what principals say they do and what
researchers think principals do. Similarly, Hopkins (2001) argues that writers in the area
of school leadership, have in the last 20 years, “tend[ed] to conflate their own views
about what leadership should be with their descriptions of what leadership actually is
and fail to discipline either position by reference to empirical research” (p. 116). One
purpose of this study was, therefore, to add to this, at present, limited base of empirical
data (Silins, 2002; Silins, Mulford, Zarins & Bishop, 2000) relating to school
leadership.
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Furthermore, as Day et al. (2000) state, “On the evidence of the literature, therefore, it
would appear that previous research has relied too heavily on headteachers themselves
as the primary source of data on leadership in schools” (p. 29). This is problematic
because it provides only one perspective on leadership, and although many principals
are able to ‘talk the leadership talk’ they do not always put that talk into action. Added
to this, in what has become an increasingly competitive and public environment,
principals want to maintain their own reputation and that of their schools, so they are
reluctant to reveal any personal concerns or inadequacies they may have (Robertson,
1998). As Day et al. (2000, p. 30) point out, “The opinions of any individual, therefore,
are inherently ‘biased’ by the position from which they have observed events in what
Shimara (1990) has called ‘contexts in process’ ”. In his foreword to Day et al. (2000),
Leithwood states that, “data collected about effective school leadership from heads tells
us what heads think they do that accounts for their effectiveness” and that “data
collected from teachers about effective heads’ leadership tells us something about how
well the head’s practices conform to teachers’ mental models of what leaders do: their
leader prototypes” (p. xiii). He then argues for the need to gain the perspectives of other
stakeholders, such as students or parents, and goes on to state that, “we cannot know
what it means to offer effective leadership to these critical stakeholders unless we
include them as sources of data in our research” (p. xiii). What is needed is empirical
research that considers effective school leadership from the perspectives of a full-range
of participants (Crowther, Kaagan, Ferguson & Hann, 2002). Such studies are limited
internationally and even harder to find in the New Zealand context. This study is
therefore significant in that it gathers empirical data on school leadership, through
capturing the voices of those, until recently, seldom heard in leadership research.
While emphasising the need to gain the perspectives of stakeholders, Leithwood’s
statement, above, suggests that leadership is provided by principals, for stakeholders.
However, in today’s demanding educational environment, effective leadership cannot
be achieved by principals alone. Whether, viewing the situation from a democratic
perspective, or simply because the principal must take cognisance of the views of the
BOT, and/or cannot cope with the ever increasing workload, effective leadership
requires a ‘team’ effort (Cardno, 2002). This study, therefore, considers the meanings
and perspectives of a range of stakeholders, so as to gain a more comprehensive
understanding of the structures, processes, values and understandings that influenced,
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and reflected, the school’s leadership processes. This study is, therefore, also significant
in that, while acknowledging the part played by the principal and other individual
leaders, its major focus is on leadership meanings and practices in the wider sense.
Yet another contribution of this study is that it explicitly takes into account the
importance of context and its influence on stakeholders’ meanings and leadership
practices. While acknowledging the increasing globalisation of education and the
commonality of leadership issues internationally, this study is based on the premise that
context, both national (MacBeath et. al., 1998; Dimmock & Walker, 2000) and local
(Southworth, 2002; Leithwood et al., 2003), plays a critical role in school leadership. As
Moos (2000) argues, because of differences in culture, expectations, and political and
institutional structures, it is not possible to simply transport school leadership models
from one country to another, or as Leithwood et al. (2003) argue, even from one school
to another. These researchers refer to studies that show, “school conditions were the
most powerful variables explaining teachers’ leader perceptions” (Leithwood et al.,
2003, p. 189) and that “differences in tradition and culture also appear to make a
difference in how parents and teachers conceptualise good leadership” (Moos, 2000, p.
93).
As described earlier, there are increasing expectations for schools by the government
and school communities (Robertson, 1998; Rentoul & Rosanowski, 2000). Schools are
charged with developing each student to his or her full potential, to enable them to play
a significant role in the economic and social well being of the country. To this end,
school leaders, particularly principals, are expected to provide educational leadership
that ensures the learning and development of both staff and students, while also being
expected to undertake a wide range of ‘business’ roles, to ensure the effective operation
and financial viability of the school. These increased, and at times conflicting, demands
and pressures have resulted in an increasing need for enhanced professional
development for principals, to help ensure that they have the skills to cope with, and are
willing to continue in, their jobs (Edwards, 2002; Cameron, Lovett, Baker & Waiti,
2003). Such professional development is also necessary, if other staff are to aspire to,
and later assume, leadership roles. This need is accentuated by Wylie’s (1997) findings
that since the implementation of self-managed schools a number of principals have
gained their first principal’s position having had very little leadership or management
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experience, and fewer are undertaking university study. The need for professional
development and ongoing learning by principals has been acknowledged by the New
Zealand Ministry of Education’s recently implemented initiatives, which include
training programmes for first time principals, the ‘LeadSpace’ web site for school
leaders, and the establishment of Principals’ Development Planning Centres (PDPC).
This study is, therefore, also significant in that it has the potential to provide new
insights to primary school leadership, which will enhance the personal and professional
development of principals and other school leaders, resulting in more effective school
leadership practices, improved teaching, and ultimately enhanced learning and
development for children.
In summary, this study focusses on stakeholders’ perceptions of the intricate and interrelated elements of leadership in a single New Zealand primary school, in order to gain
empirical data and create a rich description (Geertz, 1973) of effective school leadership
to which educational policy developers, school leaders and leadership researchers could
readily relate. It is significant in that it adds to the, at present, limited base of empirical
data relating to school leadership, captures the voices of a wide range of stakeholders,
acknowledges the distributed nature of leadership, takes into account the importance of
context, and provides information that will enhance leadership theory and practice and
ultimately improve the learning and development of children.
The research design, as outlined in the next section, and the audit trail provided by the
dissertation, will enable readers to have trust in the findings, and use them to enhance
their own and others’ understandings of school leadership theory, practice and research.

Research Design and Methodology
The major research focus, guiding questions and methodology for this study were
informed by the theoretical underpinnings of symbolic interactionism (Blumer, 1969;
Hargreaves, 1994; Schwandt, 1998; Woods, 1992). Consistent with this theoretical base,
the study focusses on how various actions and interactions influenced stakeholders’
meanings of leadership, and how and why these meanings and interactions in turn
influenced the leadership structures and processes in the case study school. In order to
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explore the major research question and related guiding questions, multiple perspectives
of effective school leadership were gained from the principal, the assistant principal, a
less experienced teacher, a general staff member, a student and a parent, the chairperson
of the Board of Trustees (BOT). The chosen school was a large, urban, New Zealand,
contributing 1 primary school (Years 0-6), in a predominantly high socio-economic area.
The participants’ meanings and perceptions of leadership were gained through the use
of concept maps and semi-structured interviews. Concept mapping was used as the
initial data gathering method, to reveal participants’ meanings of ‘an effective leader in
a primary school’. These data are seen as important because of the attributed nature of
leadership and the influence of participants’ expectations of an effective leader on their
perceptions of colleagues, and on their meanings of school leadership in the broader
sense. The second, and major, method of data gathering used in the study was semistructured interviews, which explored each participant’s meaning of leadership in
relation to the case study school. The participants’ verbal explanations of their concept
maps and their interviews with the researcher were recorded and transcribed. Concept
map and interview data were supplemented by analysis of selected school and
community documents, in particular, the school’s Education Review Office report, staff
members’ job descriptions, the principal’s appraisal report and the school’s web site.
Consistent with the study’s theoretical underpinning of symbolic interactionism,
grounded theory modes of data analysis (Strauss & Corbin, 1990) are used. In
particular, data analysis includes memos and diagramming, and the use of open and
axial coding. A major outcome of the data analysis is the specification of categories and
sub categories, including descriptions and explanations of the causes, conditions,
actions and interactions influencing participants’ meanings of leadership. These
meanings are then described, explained and explored in terms of three theoretical
propositions, relating to the school’s core values, the provision of direction and the
leading and managing of structures and processes.

1

A contributing primary school has children from Years 0-6, who proceed to an intermediate school for

Years 7 & 8.
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Organisation of the Dissertation
This opening chapter has provided an introduction to the dissertation by outlining the
context, purpose, research focus, guiding questions, and significance of the study. It also
outlined the research design and methodology, and organisation of the dissertation.
Chapter 2 provides a critical review of the educational leadership literature, in
particular, key issues relating to school leadership theory and practice, which was the
focus of this study. Chapter 3 focuses on the research methodology. In this chapter the
theoretical underpinnings of symbolic interactionism are explored, then, for each of the
data gathering and analysis methods used in the study, the theoretical issues are
addressed and the procedures described, and finally, ethical issues relating to the study
are discussed. Chapter 4 provides a description of the global, national and local context
of the study, and of the school and study’s participants.
In Chapters 5, 6 and 7 the leadership strategies that emerged from analysis of the
empirical data, and the resulting theoretical propositions, are examined. Chapter 5
investigates stakeholders’ core values and beliefs, particularly concern for the
individual, a commitment to learning and an expectation of high performance.
Chapter 6 examines the provision of direction, which includes the modelling of valued
practices and beliefs, and the attributed nature of leadership. Chapter 7 investigates
leading and managing processes, including the use of teams and provision of leadership
opportunities within the school. Finally, Chapter 8 reviews the study’s significance and
methodology, summarises the findings and examines eight major themes, and discusses
the study’s limitations. It concludes by considering the implications of the findings for
leadership theory, practice and future research.
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CHAPTER 2
LITERATURE REVIEW

Introduction
This chapter reviews the literature that informs the study of leadership in a New Zealand
primary school. In carrying out the literature review the warning of grounded theorists
(Glaser, 1978; Strauss & Corbin, 1990), against being overly influenced by
preconceived ideas and the theoretical frameworks of others, was heeded. However, as
other researchers (Merriam, 1998; Glesne, 1999) point out, the literature is a valuable
source of information, which is essential for establishing the background and
significance of the study, and explaining how the study will add to existing knowledge
and theory. Chenitz (1986, p. 44) provides some middle ground in this debate. She
describes literature as a source of data in the form of written documents and argues that
researchers should maintain a cautious and sceptical attitude to the literature,
particularly in the early stages when they, “can unconsciously fall into accepting what is
written”, but adds that, “as the study proceeds, the danger of latching onto an idea,
concept, or theory is decreased as data collection and analysis progress” (p. 45). In this
study, consistent with Merriam (1998), the benefits of early interaction with the
literature were seen as outweighing the dangers of undue influence from the literature,
and as such, the literature review began at the conceptualisation phase and continued
throughout the study.
While this review focuses on educational leadership literature, it includes reference to
generic leadership literature, as for many years educational leadership writers borrowed
from other disciplines. In providing a foundation for the study, the review argues that,
while there is general agreement on the importance of educational leadership there is
considerable debate about its definition, and limited empirical data to inform theory and
practice. From the review of the literature it is concluded that leadership is a complex
social process involving multiple participants in given contexts. In considering the

13

major issues and dimensions of educational leadership, the review discusses and
synthesises the literature in relation to existing theory and leadership frameworks
(Southworth, 2002).

Chapter Overview
The chapter begins by investigating the meaning of the term ‘leadership’ and then
briefly outlines the changing focus of leadership research over the last century. In the
following two sections the differences between leadership and management, and
between transactional and transformational leadership, are explored. It is then argued
that leadership is a complex, people-oriented process involving both leaders and
followers, and that to understand leadership researchers and practitioners must consider
all those involved in the leadership process.
To provide a structure for considering the growing body of leadership literature, and to
heed Southworth’s (2002) warning against adding to the proliferation of categories and
models of leadership, in the following sections leadership is explored in terms of five
major dimensions (Bolman and Deal, 1991; Greenfield, 1995; Sergiovanni, 1984).
These dimensions or perspectives (Bolman and Deal, 1991) are: structural; human;
educational, which includes instructional and moral dimensions; political; and symbolic.
In the next major section, leadership is considered in terms of power sharing and
decision making, which leads to an exploration of the current focus on distributed
(Ogawa & Bossert, 1995; Spillane et al., 2001; Timperley, 2005b; Woods, Bennett,
Harvey & Wise, 2004) and post-transformational (Day et al., 2000) leadership. Finally,
it is argued that because school leadership is a complex process, involving multiple
participants and greatly influenced by context, it is best investigated through studies that
gain empirical data from the actual participants in particular schools.

The Nature of Leadership
Both theorists and government committees have for some time agreed that effective
leadership, particularly in the form of principalship, is a critical factor in the success of
a school (Day et. al., 2000; Dunford, Fawcett & Bennett, 2000; Sergiovanni 2001;
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Stewart, 2000). The centrality of effective leadership for school improvement, and thus
for children’s learning, is according to Day et al. (2000), unequivocal. As they state,
“Whatever else is disputed about this complex area of activity, the centrality of
leadership in the achievement of school effectiveness and school improvement remains
unequivocal” (p. 160). Southworth (1998) argues that this belief in the importance of
leadership is now so “firmly established” that “it may be increasingly difficult to
question it” (p. 34).
However, while there is agreement on the importance of leadership, its definition is
much less clear. There are, as Stogdill (1974) states, “almost as many definitions [of
leadership] as there are persons who have attempted to define the concept” (p. 259).
Like many complex concepts, leadership cannot be reduced to a concise, all
encompassing definition and as Yukl (1994) reminds us, “Like all constructs in social
sciences, the definition of leadership is arbitrary and very subjective” (p. 5).
Consideration of a variety of definitions or descriptions of leadership does however help
identify the key elements.
For Sergiovanni (1987, p. 2), “Leadership is the process of persuasion by which a leader
or leadership group (such as the state) induces followers to act in a manner that
enhances the leader’s purposes or shared purposes”. For Greenfield (1995, p. 70)
leadership is, “an interpersonal influence process aimed at eliciting from others a
voluntary change in preferences”. In his definition of leadership Yukl (1989) focuses on
the influences of leadership. “Leadership is defined broadly (as) influencing task
objectives and strategies, influencing commitment and compliance in task behaviour to
achieve these objectives, influencing group maintenance and identification, and
influencing the culture of an organisation” (p. 252). Lantis (1987, cited in Gronn, 1999,
p. 6) adds a qualifier, as he believes that leadership is demonstrated only “when it can
be shown that those said to be followers would otherwise have behaved differently”.
Although stated in slightly different terms, the descriptions above have a common
element, that is, leadership is a process that involves influence or persuasion of at least
one member of a group over others.
In their description of leadership Bolman and Deal (1997) highlight another related
aspect of leadership, that is, leadership is an ascribed or attributed status, bestowed by
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followers. In this sense, leadership involves ‘followers’ identifying with leaders and
accepting their influence. For this reason, occupancy of a position of authority does not
in itself result in that person, being accepted by others as a leader (Gronn, 1999, p. 5).
As discussed in the previous section and as argued by Smylie, Conley & Marks (2002),
“As a social influence process, leadership permeates organizations rather than residing
in particular people or formal positions of authority. As a result, leadership can come
from and be exercised by a wide range of organizational participants” (p. 167). As
Harris (2003b) explains in relation to school leadership, “In this sense leadership is
separated from person, role and status and is primarily concerned with the relationships
and the connections among individuals within a school” (p. 75).
In this study leadership is therefore used to refer to social situations, where a person or
persons is/are able to influence the thinking and behaviours of others. Such influence
depends on members of a group acknowledging the leadership qualities of another
member(s) and allowing themselves to be influenced by that person(s). Thus, while this
study of school leadership considers the role and actions of the principal, as designated
‘leader’, its focus is on the multiple perspectives of all participants in the leadership
process. It is, in terms of Harris et al.’s (2003) perception of school leadership,
“primarily concerned with the relationships and the connections among individuals
within [the] school” (p. 2).

The Changing Focus of Educational Leadership Research
Although the importance of leadership in education is now widely accepted (Day et al.,
2000; Southworth, 1998) by teachers, researchers and policy makers, it is only recently
that the field of educational leadership has developed in its own right. Initially
education adopted and adapted leadership theory from other fields such as history,
political science, sociology, psychology, anthropology and business management.
Leadership theories relating to education have during the last century regularly changed
in focus, as each previous focus failed to produce a satisfactory explanation of the
factors involved in this complex process. An early influence on leadership theory was
the ‘scientific management’ model published by Taylor in 1911. This model was based
on the concept of leaders exerting hierarchical power over subordinates, who undertook
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discrete, prescribed activities (McGregor, 1960, cited in Telford, p. 8, 1996). This view,
although still held in some organisational settings, never fitted comfortably in the
context of education. In the 1920s and 1930s the focus for leadership shifted to trait
theories, concerned with the capacities and personal characteristics of leaders. Such
research, which rested on “the assumption that the individual is more important than the
situation” (Handy, 1985, p. 3), failed to produce consistent evidence that given personal
characteristics correlate with effective leadership. It has, however, continued to remain
an area of interest to leadership researchers (Bass, 1981; Stogdill, 1974), and more
recent research by Day et al. (2000, p. xiv) suggests that effective transformational
leaders share common traits, such as, enthusiasm, energy, persistence, and calmness in
the face of emotionally charged events.
The research focus throughout the 1940s and 50s shifted to leadership styles (Fleishman
et al., 1955, cited in Andriessen & Drenth, 1998) and the behaviours exhibited by
leaders. This focus however also produced little evidence that certain leadership
behaviours result in desired institutional outcomes, and as this research normally
measured outcomes in terms of greater productivity or satisfaction by subordinates its
applicability to education was again limited. The 1960s saw an attempt by researchers
such as Fiedler (1967) to synthesise trait and situational research. Fiedler’s contingency
model, “assumes that the leader’s contribution to group performance depends on both
his/her leadership style in terms of either task orientation or person orientation, and the
favourableness of the situation for the leader” (Watkins, 1989, p. 16). Although wider in
scope than earlier research, such research was still based on a linear model, where
leaders were seen to act upon followers.
A new era of leadership research, directly applicable to the educational context, was
heralded by the work of Burns (1978). In distinguishing between transactional and
transforming leadership, Burns highlighted the importance of the group and moral
aspects of leadership, which are critical in education. While Burns’ concept of
transforming (transformational) leadership has remained an important element of
educational research and practice until the present day, the focus of leadership research
has in the last twenty years been broadened even further. Leadership theory now
includes the political, social and moral dimensions of leadership (Ball, 1987; Blase &
Anderson, 1995; Duignan & Bhindi, 1997; Hoyle, 1986; Sergiovanni, 1992; Smyth,
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1989), the influences of gender (Blackmore, 1989; Gilligan, 1982; Noddings, 1984;
Shakeshaft, 1989), change and institutional theory (Fullan, 1993; Fullan & Hargreaves,
1992 & 1996; Hargreaves, 1994;), complexity theory (Morrison, 2002; Stacey, Griffin
& Shaw, 2000), and in education, school effectiveness and improvement (Harris, 2002;
Harris, 2003b; Hopkins, 2001; Stoll, Fink & Earl, 2003). During this period there has
been a move away from focusing on the individual leader to consideration of the
influence of group and contextual factors on leadership. There has been a move away
from measuring effectiveness in terms of functionalist outputs to a concern for higherlevel moral outcomes and an increasing realisation that leadership is a complex,
dynamic, social process, distributed throughout the institution. These changes are
evident in the research on learning communities (Barth, 1990); stewardship
(Sergiovanni, 1992); collegiality (Fullan & Hargreaves, 1992); collaboration (Telford,
1996); participative leadership (Leithwood & Duke, 1999); distributed leadership
(Gronn, 2000; Hopkins & Jackson, 2003; Pounder, Ogawa & Adams, 1995; Spillane, et
al., 2001); teacher leadership (Harris, 2003b) and parallel leadership (Crowther et al.,
2002). Not surprisingly, these changes coincide with a period in which the importance
of leadership theory and research directly relating to education, and the outcomes of
schools, has come to prominence.
A related, new focus, which is particularly important for this study, is the slowly
increasing number of empirical studies that examine what effective school leaders
actually do (Day et al. 2000; MacBeath et al., 1998; Nias et al., 1989; Southworth 1995
& 1998), rather than, as in the past, developing theories based on what principals say
they do (Thew, 2002) or what researchers think leaders should do. As Southworth
(2002) argues, there is a growing need for leadership theory based on empirical data
gathered from those actually involved in the school’s leadership processes.

Leadership and Management
Although accepting that in practice there is considerable overlap between the processes
of leadership and management, and that management is an essential element of effective
leadership, consideration of their differences helps clarify the concept and practice of
leadership. In this dissertation, the term management is primarily used to refer to the
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‘nuts and bolts’ planning, organising, and interpersonal relationships required by
administrators on a day-to-day basis. Leadership by contrast is considered to be a future
and change-oriented process of vision building, networking, and improvement. As
Dunford et al (2000) state:
leadership is the ability to move the school forward, whilst management is
concerned with the procedures necessary to keep the school running. Leadership
is concerned with the long term and the strategic, management with the immediate
and short term (p. 2).
Although different, leadership and management are two essential and complementary
elements for the successful operation of a school (Bolman & Deal, 1997; Southworth,
1998; Day et al., 2000). Principals, to paraphrase Bennis & Nanus (1985, p. 21), must
not only be effective managers who “do things right”; they must be leaders who “do the
right thing”. Effective management and the ability to deal with the technical
(Sergiovanni, 1984) or structural (Bolman & Deal, 1991) aspects of a school’s
operations is thus an essential, but not sufficient, element of effective school leadership.
As Thew (2002) argues in relation to the situation in New Zealand’s self-managing
schools; “Principals need to be able to balance a demand for managerial efficiency with
educative and democratic leadership” (p. 1). To meet the ever changing and continually
increasing demands and expectations being placed on schools, particularly their leaders,
by communities and government (Thew, 2002; Billot, 2003; Harold, 1997), schools now
need a form of leadership that is transforming (Burns, 1978) rather than merely
transactional.

Transactional and Transformational Leadership
In 1978 Burns’ distinction between transactional and transforming (transformational)
leadership led to a significant shift in thinking and a growing interest in the moral
dimension of leadership. Furthermore, Burns’ concept of transforming leadership
provided a model that related directly to education. Burns claimed that the two essential
aspects of power are purposes (motives) and resources, and that each aspect is possessed
not only by those exercising leadership but also by those experiencing it. Transactional
leadership according to Burns is primarily concerned with negotiation between
individuals in an institution and does not result in change to either the purpose or the
resources of the institution. Transformational leadership, on the other hand, is
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concerned with the common goals of the group and results in a change to both purpose
and resources. Transformational leadership results in a change for the better or as Burns
puts it, “... transforming leadership ultimately becomes moral in that it raises the level
of human conduct and ethical aspiration of both leader and led, and this has a
transforming effect on both” (1978, p. 20).
In the last decade, Leithwood and colleagues have carried out their own research and an
extensive analysis of the leadership literature to develop a comprehensive theoretical
framework for transformational leadership. Leithwood et al., (1996) identified eight
dimensions of transformational leadership, which they later (Leithwood et al., 1999)
reorganised into four categories:
•

setting directions - including vision building, goal consensus and the
development of high-performance expectations;

•

developing people - includes the provision of individualized support, intellectual
stimulation and the modelling of values and practices important to the mission
of the school;

•

organizing - culture building, in which colleagues are motivated by moral
imperatives, and structuring, which involves fostering shared decision-making
processes and problem-solving capacities;

•

building relationships with the school community (p. 39).

Leithwood and colleagues moved beyond Burns’ (1978) transactional-transformational
dichotomy to a framework in which transformational practices are seen to build on
transactional practices. While being strong proponents of transformational leadership,
they warn against falsely dichotemizing transformational and transactional leadership.
As Leithwood et al., (1996) state, “Transactional leadership practices are necessary to
the maintenance of organisational routines, that they provide essential stability but do
not, by themselves, stimulate much change. Only by ‘adding on’ transformational
practices is change likely” (p. 816). This view is also strongly stated by Southworth
(1998):
If transactional leadership provides stability and continuity for a school to operate
efficiently then transformational leadership builds upon this foundation… The
two are not in opposition to one another, but complementary and supplementary
(p. 48).
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Thus both the transactional and transformational elements of leadership were considered
in this study.

Leadership as a Complex Social Process
As already discussed, earlier research that focussed on the individual leader failed to
provide an adequate explanation of leadership (Fiedler, 1967; Handy 1985). Watkins
(1989) and Foster (1989) emphasise that both leaders and followers play an important
part in the leadership process. They see leadership as a distinctive form of social
practice arising from the constructions, actions and interactions of both leaders and
followers. As they explain, leaders interact with followers, and at times the two are
inter-changeable. Foster (1989) argues that, “… leadership is always context bound. It
always occurs within a social community and is perhaps less the result of ‘great’
individuals than it is the result of human interactions and negotiations” (p. 42).
Similarly, Watkins (1989) shows that to understand leadership we must look beyond the
leader her/himself to the whole leadership milieu involving people, institutional
structures and power relations.
Although the skills and traits, and particularly the beliefs and values, of individual
leaders have a significant impact on leadership, context and human interactions are also
critical factors. As Bolman & Deal (1997) state:
Leaders make things happen, but things also make leaders happen. Context
influences both what leaders must do and what they can do…Leaders are not
independent actors. They both shape and are shaped by their constituents” (p.
296).
Leadership is a social process that involves interactions between leaders, followers and
context. The followers and situation, as Spillane et al. (2001) point out, are not factors
external to leadership but core constituting elements of it. Thus, leadership cannot be
extracted from its organizational and social-cultural context. Leadership, as Spillane et
al. (2001) argue, is distributed in a dynamic web of people, interactions, and situations,
and the complexity of such processes has only recently been fully acknowledged. The
importance of interactions in a particular context influenced the methodological
decision that this study focus on a single case, in order to gain an in depth understanding
of leadership, in context, as perceived by all those involved in the leadership process.
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Recently, researchers (Fullan, 2001; Morrison, 2002) have considered not only the
contextual and interactive nature of educational leadership, but also its complexity.
Morrison’s (2002) description of complexity theory highlights the dynamic nature of the
interactions facing school leaders:
‘Complexity' derives from the Latin root meaning 'to entwine'; the notion that an
organism interacts dynamically with its environment, influencing and, in turn,
being influenced by its environment, is a key principle of the emerging science of
complexity (p. 5).
Not only is leadership complex, it, as argued in this dissertation, is based on human
interaction. This human aspect of complexity is emphasised by Stacey et al. (2000),
who argue that, “Thinking of an organization as a system has to be replaced by thinking
of the organization as the processes of people relating to, and interacting with, each
other over time” (p. 188). Leithwood & Duke (1999) concluded that leadership involves
four major sets of elements: the leader, the follower, the organisation and the
environment within which the organisation and its individual members find themselves.
What is most important however, is not the individual elements, but the relationships
between these elements. An understanding of these relationships, which form a system,
or process, that is likely to be dynamic, reciprocal and highly unpredictable, is critical
for gaining a sense of the complexity of leadership. A purpose of this study is thus to
better understand how effective school leaders deal with the complexities of leadership
in a particular context.

Dimensions of Leadership
As the growing volume of leadership research shows, there are many ways of
categorising the major components of leadership and many lenses through which
leadership situation can be viewed. Although no one leadership model is correct or all
encompassing, models or categorisations such as those described in the following
sections, play an important role in enabling researchers and school leaders to view
situations and make decisions from a variety of perspectives. A further advantage of
such categorisations, for this study, is that they also provide a framework from which to
consider the growing volume of leadership research.
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Sergiovanni (1984, p. 6), for example, classified leadership perspectives into five
‘leadership forces’. These forces included the task and relationship perspectives that had
been prevalent in the leadership literature until this time, which Sergiovanni renamed as
technical and human forces. He added three more forces, which he named educational,
symbolic and cultural. Sergiovanni argued that it is these later forces that differentiate
educational leadership from leadership in other institutions. Further to the work of
Sergiovanni (1984), Bolman & Deal (1991) suggested a reorganisation of the key
concepts of leadership theory into four ‘frames’: structural, human resource, political
and symbolic. A major strength of Bolman & Deal’s (1991) generic model is that it
takes into account the complex nature of leadership and provides leaders and
researchers with a choice of four different frames or lenses through which to view
leadership situations. Yet another leadership model was developed by Greenfield
(1995), based on what he saw as the special contextual conditions present in schools and
the demand environment, which this produces for school leaders. Greenfield’s model
involves five interrelated role demands: managerial, social / interpersonal, moral,
instructional and political.
Similarly, Leithwood & Duke (1999), having reviewed 121 leadership articles
appearing in four administration and leadership journals identified 21 different
leadership models or concepts, which they classified into six major leadership
categories: instructional, transformational, moral, participative, managerial and
contingent. As Leithwood and Duke point out, such categories are not discrete, as
leadership research and practice involves eclectic and overlapping perspectives.
When considering the leadership literature, and models, such as those above, it is
important to heed Southworth’s (2002) warning, that the tendency for researchers to
classify and categorise leadership and develop their own models, has resulted in “a
proliferation of categories rather than serious attempts to validate existing systems, to
build on them, or to synthesise them” (p .6). Thus, in the next sections, rather than
develop new categories and models, the key dimensions of leadership will be
considered in relation to the work of Sergiovanni (1984), Bolman & Deal (1991),
Greenfield (1995) and Leithwood & Duke (1999), under the following headings:
Structural, Educational, Political, Human, and Symbolic.
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Structural Dimension
The structural dimension of leadership will only be considered briefly at this point as it
encompasses the day-to-day activities discussed earlier in this dissertation, in relation to
management and transactional leadership. Whether this dimension of leadership is
labelled ‘technical’ (Sergiovanni 1984), ‘structural’ (Bolman & Deal, 1991), or
‘managerial’ (Greenfield, 1995; Leithwood & Duke, 1999), there is general agreement
that successful schools require effective structures and processes, whether imposed by
legislation or developed within the school. Such structures are needed to enable goals to
be set, roles and responsibilities to be allocated, programmes to be planned and
implemented, decisions to be made, and information to be communicated.
Although management activities may be considered, by some, to be lower-level
leadership activities, they are essential in providing the stable foundation both principals
and teachers need to enable them to focus on their core educational goal - enhancing the
learning and development of students. As Sergiovanni (2001) argues, “[it] is apparent
that workplaces need to be characterized by a degree of order and reliability that
provides security for people and that frees them to focus wholeheartedly on major
purposes and central work activities. The technical force of leadership serves this
important need” (p. 101).

Educational Dimension
Central to this thesis is the focus on educational leadership. Educational leadership is
considered here in terms of two major, inter-related components: moral (Greenfield,
1995; Leithwood & Duke, 1999; Sergiovanni, 1992) and instructional (Greenfield,
1995; Leithwood & Duke, 1999). These two components are considered together
because the strongly held values of educational leaders (Day et al., 2000) and the
normative nature of teaching (Greenfield, 1995) are an integral part of a school’s
culture, purpose and instructional processes. Values-led, educational leadership is, as
the research increasingly shows (Day et al. 2000; Hallinger, 2003), an essential aspect
of successful schools.
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The special nature of schools means that, while some of the same principles that apply
to business may apply to education, what is effective and appropriate leadership for
business may not be effective or appropriate leadership for schools. As Sergiovanni
(1996) argues, education needs to develop its own theories and practices of leadership,
“theories and practices that emerge from and are central to what schools are like, what
schools are trying to do, and what kinds of people schools serve” (p. xiii). Educational
leadership, therefore, concerns the moral and ethical aspects of leadership as well as the
instructional. These two elements are next considered in turn.

Moral Leadership
Because of the normative nature of schooling, Sergiovanni (1996) argues that there is a
need to free leaders from the ‘managerial mystique’ that has recently dominated
leadership, and refocus on what is ‘right’ and ‘good’. Sergiovanni distinguishes between
technical rationality, what is effective and efficient, and normative rationality, what we
believe and what we consider to be good. Although Sergiovanni does not see the two as
mutually exclusive he believes leaders at present are forced to ‘do’ rather than ‘decide’
and to ‘implement’ rather than to ‘lead’. As Sergiovanni (1992) states, “the result is an
emphasis on doing things right at the expense of doing the right things” (p.4). Similarly,
Duignan and Macpherson (1993) see a need to promote a greater concern for
educational values in the management of education. They believe, “School leadership
should focus on what is worthwhile and on what is worth doing…. Because leadership
in education is formed by and forms values, educational criteria should have a prior
claim” (pp. 8-9). This view is echoed by Foster (1989) and Codd (1993), who believe
leadership should be socially critical, that is, it should aim at improving our world, not
simply meeting organisational goals.
The ways in which school leaders view situations, is influenced, not only by the
immediate context, but also by leaders’ personal and professional values and beliefs.
Leaders’ values and beliefs influence what they see, the decisions they make and the
actions they take. Most decisions that school leaders make involve ethical or moral
considerations, and as leaders are increasingly accountable for their actions, they can no
longer hide behind bureaucratic rules and regulations. Leaders must not only have
strong personal values, they must promote the development of common institutional
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values, understood and accepted by all, to ensure consistent and coherent decisionmaking. As Day and colleagues (2000) found, the decisions and actions of principals
are, not just guided by, but driven by, a strong set of personal values. In reference to
their findings regarding headteachers they explain, “Crucially, it reveals that each [head
teacher] has a core set of values which drives the ways in which they react and respond
to external and internal change demands” (p. 3). They found that in successful schools
these values, based on, “care, equity, high expectations, and achievement”, were clear to
and shared by the majority of the school’s stakeholders. Under all circumstances these
headteachers adhered to their, “vision for the kind of school which would provide the
best opportunities for the learning and achievement of all pupils and staff” (p. 61).

Instructional Leadership
Although researchers (Barth; 1990; Senge, 1990) have for some time argued for
‘communities of learners’ that enable student, teacher and institutional learning, the
advent of self-managing schools in the 1980s and 1990s resulted in principals often
delegating or neglecting their educational leadership roles as they grappled with the
ever-growing administrative demands of their jobs (Southworth, 1995; Wylie 1997).
There is now, therefore, a real need to once again make children, teaching and learning
(Stoll et al., 2003) the major focus of educational leadership theory and practice.
Such a focus on the learning opportunities of students and teachers is often referred to
as instructional leadership (Crow, Hausman & Scribner, 2002; Hallinger & Murphy,
1986; Hopkins, 2001; Leithwood et al., 1999). As Crow et al (2002, p. 203) state,
instructional leadership, “encompasses those behaviors and processes principals
implement with the explicit goal of improving educational outcomes”. In
acknowledging the purpose of schools and the important role played by teachers in
instructional leadership, Elmore (2000) states, “The skills and knowledge that matter in
leadership are those that can be connected to, or lead directly to, the improvement of
instruction and student performance” (p. 14). Similarly, Hopkins (2003) emphasises the
centrality of teaching and learning to educational leadership and states that; “the prime
function of leadership for authentic schools is to enhance the quality of teaching and
learning” (pp. 5-6).
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The conceptualisation of instructional leadership grew out of the effective schools
literature (Hallinger & Murphy, 1986) and initially had a strong focus on the direct
coordination and supervision of curriculum and instruction by the principal. With the
growing popularity of transformational leadership practices during the 1990s
(Leithwood & Jantzi, 2000; Silins & Mulford, 2002) the focus shifted to building
organisational capacity that supported the development of changes to teaching and
learning practices (Hallinger, 2003). In New Zealand for example, following the major
administrative changes to schools in the 1990s the focus of government agencies
(Fancy, 2004; New Zealand Government, 2001) and educational researchers (AltonLee, 2003; Bishop, 2003; Cardno & Collett, 2004; Gibson, 2005; Timperley, 2005a), is
once again on enhancing the learning of all students. As a consequence, schools and
leadership practices, are now only considered effective if they result in enhanced
learning for students (Elmore, 2000; Harris, 2003).
While few, if any, would debate the need for schools to focus on their prime purpose,
considered in this dissertation to be, enhancing children’s learning and development, the
place of leaders in this process needs to be more carefully considered. School leaders,
while playing a key role in developing the direction and culture of schools, have been
shown (Hallinger & Heck, 1998; Leithwood & Jantzi, 2000; Hattie, 2003) to have an
indirect or mediated effect on the achievement of children’s learning. By providing the
environment and resources necessary for high quality teaching, which in turn influence
students’ learning and development, leaders it would seem, have an indirect role in a
school achieving improved outcomes for students.
Although the influence of leadership on outcomes for students is indirect, the
instructional and moral elements of school leadership are no less important. In fact,
Sergiovanni (1996) believes that a unique leadership for the ‘school house’ should be
created, that is, “more responsive to what we know about human nature, and more
responsive to what we know about how students learn and develop” (p. xiv). As is
suggested in this quotation, and evident in the literature (Day et al. 2000; Dempster &
Mahony, 1998; Sergiovanni, 1992), the moral, ethical and values-driven aspects of
school leadership cannot easily be separated from the instructional. In fact, the
normative nature of schooling and associated decision-making, result in moral and
ethical issues pervading all aspects of educational leadership. An educational focus,
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which considers both the moral and instructional elements of leadership, is, therefore,
essential for any comprehensive consideration of effective school leadership. The moral
and instructional elements of teaching and leadership cannot, however, be easily
separated from the people involved.

Human Dimension
As is evident in the discussion so far, in any organisation, the knowledge, skills and
commitment that people bring are a vital resource. As Telford (1996, p. 70) states,
“people and organisations need each other”. There is no organisation where people are
more important than in schools. In the case of schools, the means, ends, products and
processes are all people based. At all levels and from every aspect, schools are about
people; people who interact and form relationships with each other and with the
institution. School leadership is therefore not just about principals, it is about the
interactions between principals, teachers, students, parents, community members and
education officials, and the context or environment in which they operate. As Thew
(2002) argues in regards to New Zealand principals; “Their leadership seems to depend
very much on personal relationships and team building” (p. 2); and in regards to the
importance of personal identity in this process; “There appears to be a complex
interplay between context and personal identity that determines leadership behaviour”
(p. 7). In the following sections, the human aspects of leadership will be considered in
terms of: people as individuals, the emotional aspects of teaching and leadership,
participation in decision-making, and professional development.

People as Individuals
The human dimension of leadership, as Leithwood et al (1996) point out, involves the
consideration of people as individuals, as well as institutional members. In schools it
requires leaders to acknowledge that colleagues are people who have wants and needs,
and lives outside the school. It is therefore important for leaders to ensure that while
they are focussing on achieving institutional goals and collaborative decision-making,
they do not overlook the needs of individuals. To achieve this they must therefore
ensure that there is alignment between how individual and organisational needs are met.
As Harris (2002) argues in relation to school improvement, “The most important aspect
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of building improvement capacity is working successfully with people. Effective leaders
display a whole range of interpersonal qualities - empathy, trust, credibility, courage,
honesty, fairness” (p. 75). It is these qualities that enable leaders to work towards
achieving the institutional goals while also ensuring the emotional needs of their staff
are met.

The Place of Emotions
To draw attention to the non-rational, emotional aspects of educational change and
related needs of the individual, Fullan (1997) and Hargreaves (1997) refer to the
concept of ‘going deeper’. They emphasise, “the affective aspects of educational change
that are embedded in trust, collaboration, shared meaning and moral support”
(Hargreaves, 1997, p. 13). They show that emotions are an integral part of reason itself,
and point out that teaching, leadership and change involve intensive emotional work on
the part of the individual. Hargreaves explains going deeper this way:
Going deeper, rather, means understanding how to create workplaces for teachers,
that promote positive, even passionate emotional relationships to teaching,
learning, and improvement. And it means protecting teachers from overextending
themselves through their emotional labor and from becoming burned out and
cynical as a result (1997, p. 18).

Participation in Decision-Making
As Fullan (1997) and Hargreaves (1997) have shown, the human dimension of
leadership also involves ‘structuring’ (Leithwood, Tomlinson, & Genge, 1996) or
increasing ‘leadership density’ (Sergiovanni 1987). Structuring involves distributing
responsibility and power as widely as possible, taking the opinions of staff into account,
encouraging collaboration and sharing decision-making. As will be discussed in detail
later in this chapter many researchers (Crow et al., 2002; Sergiovanni, 1987; Telford,
1996; Timperley, 2005b; Hargreaves, 1997) advocate the advantages of distributed
leadership for both individuals and institutions. As will also be shown, however,
existing school structures mean that in many cases distributed leadership is more
rhetoric than reality (Blase and Anderson, 1995; Fullan and Hargreaves, 1996; Harris,
2003b).
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Professional Development
Learning, professional development and personal fulfilment are closely related elements
of the human dimension of leadership. As Barth (1990) points out, a school should be a
community where all are engaged in learning and all have an opportunity to lead. His
vision for a school is, “a place whose very mission is to ensure that students, parents,
teachers, and principals all become school leaders in some ways and at some times” (p.
124). If such a vision is to become a reality, schools need structures, both formal and
informal, that provide the time and opportunity for staff to discuss and debate
professional issues, and undertake professional development (Cardno, 2002; Edwards,
2002; Piggot-Irvine, 2004; Robertson, 2004; Stewart, 2000). Career-long learning is
critical for meeting the personal and professional needs of staff, as well as meeting the
needs of the students (Bishop, 2003; Mulford & Bishop, 1997; Timperley, 2005a) and
the goals of the institution. In short, leaders need to provide an environment in which
personal well being, professional growth, institutional improvement and students’
achievement are valued and fostered. In doing so principals and other leaders should not
overlook their own professional development. This is particularly the case in the New
Zealand context, where professional development for principals is not compulsory and
where many principals (Thew, 2002) believe they are not adequately prepared for their
roles as principal. Furthermore, principals are so busy completing required day-to-day
management tasks that they seldom have time to reflect on their own values and beliefs
and what it means to be an effective leader (Thew, 2002; Robertson, 2004). The extent
to which the professional development of staff and the learning of students is helped or
hindered within a school is greatly influenced by the school’s values, beliefs and culture
(Peterson, 2002).

Symbolic Dimension
When studying school leadership it is important to consider not only the structures and
people but also the symbolic aspects of school life. The symbolic aspects include the
shared understandings that “run beneath the surface of organizational life” (Telford,
1996 p. 85), which are often overlooked because they become an integral part of the
daily life of the school. These symbolic aspects of leadership include the shared values,
beliefs and meanings of the institution, along with the symbols, rituals and ceremonies
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that reflect and reinforce these values (Gibbs, 2005; Peterson, 2002). In much of the
leadership literature the symbolic aspects are considered to be synonymous with the
culture of a school. Consistent with Telford (1996), in this dissertation, culture is seen
as including, but broader than, the symbolic dimension of leadership, as the culture of
an institution can only be understood if the structural, human, political and educational
dimensions are also considered.
Culture
Schein (1985) alerted readers to the, until then, little recognised importance of culture
for school leadership and change, when he argued that:
there is a possibility underemphasized in leadership research, that the only
thing of real importance that leaders do is to create and manage culture and
that the unique talent of leaders is their ability to work with culture (p.2).
The unwritten expectations, that make up the culture of a school are; “build up over
time as teachers, administrators, parents and students work together, solve problems,
deal with challenges and, at times, cope with failure” (Peterson; 2002, p.1). Similarly,
Saphire and King (cited in Sergiovanni, 2001, p. 107) explain that, “Cultures are built
through the everyday business of school life. It is the way business is handled that forms
and reflects the culture”. Prosser (1999) argues that not only does each school have a
‘unique culture’, as described above, but that there are also ‘sub-cultures’ within schools
and a ‘generic culture’ that applies to schools as a group.
As school culture influences the way people think, feel and act in all aspects of school
life, the key to school change and improvement, is understanding how culture is formed,
how it influences thinking and behaviour, and how it can be transformed (Deal &
Peterson, 1999; Fullan, 2001; Owens, 2001, Peterson, 2002; Sarason, 1996;
Sergiovanni, 1999). As leadership is multi-dimensional, and as solutions to leadership
‘problems’ depend on how the problems are ‘framed’ (Bolman & Deal, 1991; Owens,
1991; Sarason, 1996), there is a need to give greater attention to the symbolic and
cultural aspects of leadership (Deal & Peterson, 1999). In considering the effect of
school culture on outcomes for students, Silins & Mulford (2000) argue that the schools
most likely to meet the learning needs of all students are schools characterised as
learning organisations, with an adaptive culture for change, and a climate of trust and
cooperation, where both teachers and students are empowered and treated with respect.
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One way in which such a culture is communicated and reinforced is through the
school’s vision.
Vision
For Sergiovanni (1984) symbolic leadership involves providing, communicating and
gaining commitment to a vision. It involves providing a sense of purpose and a sense of
what is valued, through modelling, and through the use of symbols and ceremonies.
Similarly, Deal & Peterson (1999) state that visionary leaders, “… continually identify
and communicate the hopes and dreams of the school” and “identify a clear sense of
what the school can become …” (p. 89). Through the use of symbols and rituals the
principal and other leaders are able to shape, reinforce and reflect the culture of the
school.
There are, therefore, two important aspects to establishing an institution’s vision. The
first is the values, beliefs and vision of the leader(s), and the second is ensuring that
these are in alignment with the views of other stakeholders and understood by them. It
is through vision, values and provision of direction, Hallinger & Heck (1998) argue,
that leaders exerted their greatest influence on school life. This view is supported by
Harris (2002), who points out that while the choices leaders make will inevitably relate
to their own beliefs, values and leadership style, it is of central importance that they
gain the cooperation and alignment of others to their vision and values. In doing so,
leaders should not underestimate the impact they have as role models, because, as Deal
& Peterson (1999) explain, “Everyone watches leaders in a school. Everything they do
gets people’s attention” (p. 90). How leaders dress, how they behave, how they organise
their office, the behaviours they acknowledge in others, where they focus their attention,
and how they use their time, all send strong signals about what they value.

Political Dimension
Although the concept of power is central to leadership, it is a concept that is more likely
to be alluded to rather than openly discussed in current models of leadership. With a
growing acceptance of the advantages of collaborative approaches to leadership,
particularly in the area of education, many writers sanitise references to power and
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politics. While acknowledging that power and politics are ever present in organisational
life, they gloss over the magnitude of their impact. As Bolman & Deal (1997) state in
reference to human resource theorists, “the implicit hope is that participation, openness
and collaboration make power a non-issue” (p. 167).
Power and politics however will not go away. They are an integral part of institutional
life. When considering leadership it is not a matter of whether power is a major factor
but a matter of how power is acquired, distributed and used. It is, as Bolman & Deal
(1991) argue, “naïve and romantic to hope that politics can be eliminated in
organizations. Managers can, however, learn to understand and manage political
processes” (p. 166). An understanding of power and micropolitics is thus essential for
effective leadership. This is an issue that is openly and comprehensively addressed by
Blase & Anderson (1995), who see micropolitics - power, influence, bargaining and
negotiation – as an integral part of a school’s institutional life. Micropolitics, according
to Blase (1991), “is about power and how people use it to influence others and to protect
themselves. It is about conflict and how people compete with each other to get what
they want. It is about cooperation and how people build support among themselves to
achieve their ends” (cited in Blase & Anderson, 1995, p. 1).
Having studied the micropolitics literature, Blase & Anderson (1995, p. xiii) reached the
conclusion that most leaders have a dominant leadership style that is either open or
closed. ‘Open’ describes a leadership style characterised by a willingness to share
power, and ‘closed’ describes a style characterised by an unwillingness to share power.
Blase & Anderson (1995, p. xiii) believe that leaders also differ in their approach to the
goals and direction of the organization, and following Burns (1987), distinguish
between transactional and transformative approaches to leadership. Considering leaders
in terms of these two dimensions Blase & Anderson developed a micropolitical
leadership matrix, describing four major approaches to leadership: closed transactional,
closed transformative, open transactional, open transformative. A distinguishing feature
of each approach is the extent to which decision-making is shared and whether power is
exercised ‘over’ or ‘through’ followers. This is consistent with Sergiovanni’s (1992)
distinction between ‘power over’, which is rule bound and involves controlling others,
and ‘power to’, which is goal-bound and sees power as a source of energy for achieving
shared goals and purposes.
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In summary, this major section of Chapter 1 has considered leadership in terms of five
inter-related dimensions: structural, educational, human, symbolic, and political. These
dimensions provide a framework that enables researchers and practitioners to view
leadership situations and make related decisions from a variety of perspectives, and of
particular advantage to this study; they also provide a framework from which to
consider the growing volume of leadership research. An issue that has been raised, but
not resolved, through consideration of these dimensions is the degree to which power
sharing and decision-making should be distributed within an institution. This will be the
focus of the next two sections of this chapter.

Power Sharing and Decision Making
From the discussion to this point, particularly following consideration of the human and
political dimensions of leadership, it is apparent that the extent to which power and
decision-making are shared or distributed within an institution is a critical aspect of
effective leadership. Sergiovanni (1987) referred to, ‘the extent to which leadership
roles are shared and the extent to which leadership is broadly exercised’ as ‘leadership
density’ (p. 122). As Telford (1996) states, “Embracing the notion of leadership density
has significant implications for the definition of a ‘leader’. It signals the extent to which
leadership can pervade an organisation. It takes account of both formal and informal
leadership influences, and it allows for a rich network of influences to be sanctioned in
addition to the formal hierarchical ones” (p. 10). In her book Transformational Schools
Through Collaborative Leadership, Telford makes a strong case for collaborative
leadership:
In today’s challenging and demanding educational climate of constant and
turbulent change, no single person alone is likely to have the combined capacities
necessary to engage in effective leadership. And it can be legitimately argued, that
in empowering a range of people within the school community – teachers,
students, parents and others as appropriate – a combined richness of educational
thought and activity, superior to that of any single leader, can be achieved. That
is, leadership at its best is a shared venture engaged in by many (Telford, 1996,
pp. 8-9).
Blase & Anderson (1995), who acknowledge the advantages of democratic,
collaborative leadership for both individuals and institutions, support Telford’s view;
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“Recent research on schools as workplaces has shown that when a culture of collegiality
and trust is fostered in a school, teachers feel freer to take risks in and out of the
classroom” (p. 1). Similarly, Hargreaves (1997) believes schools should develop a
collaborative culture, where there is broad agreement on educational values and a
tolerance for disagreement:
This creates a climate of trust in which teachers can pool resources, take risks,
deal with complex and unanticipated problems, support each other through the
difficult and dispiriting early stages of learning new teaching strategies, and also
celebrate successes (p. 112).

Such collaborative cultures may however be the ideal to strive for rather than the norm,
as studies over several decades (Coulson, 1978; Nias et al., 1989; Southworth, 1995)
have shown that while heads are becoming more benevolent and consultative they
continue to be central, dominant, proprietal figures in their schools. This is supported by
the work of MacBeath et al. (1998), who found that when principals were asked to
depict themselves visually, they showed themselves at the ‘apex’ or ‘top’ of a diagram,
while Fullan (2001) sees the leader as being at the centre of a complex myriad of human
relationships. Even Fullan & Hargreaves (1996), who are strong proponents of the need
to develop collaborative cultures in schools, note that modernistic structures and
cultures result in individualism and balkanisation, not collaboration, still being the norm
in many of today’s schools. As Blase & Anderson (1995) point out, “Real-life examples
of democratic, empowering leadership are difficult to find … democratic, empowering
leadership is still more rhetoric than reality” (p. 129). While democratic, collegial styles
of leadership are becoming the preferred approach in leadership theory and a goal for
many school leaders, in practice, “most principals are oriented towards control of
teachers, although the strategies they use to achieve such control range from openly
directive and authoritarian to diplomatic and subtle” (Blase & Anderson, 1995, p. 11).
The lack of distributed leadership in many of today’s schools is not surprising because
as Hopkins & Jackson (2003) state, “Schools are not currently well designed for either
capacity creation or distributed leadership… Predominantly, leadership is currently
locked in management structures” (p. 101). As described in the next section, the need
for, but lack of, distributed leadership in many of today’s schools has resulted in
researchers looking for an alternative to transformational leadership.
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Post-Transformational, Distributed Leadership
Much of the discussion in this chapter has to this point been explicitly or implicitly
related to transformational leadership. The previous section on power sharing, however,
concluded by referring to the need for a new conception of leadership. Many researchers
(Gronn, 2000; Ogawa & Bossert, 1995; Pounder, et al., 1995; Spillane et al. 2001;
Smylie et al., 2002) now believe that if schools are to survive and meet the needs of
children, in a world of ongoing change, uncertainty, and accountability, leadership must
be considered a distributed, organisational property, rather than the property of an
individual leader. As Crow et al. (2002) state, “empowering forms of leadership are
replacing controlling ones”, therefore, school leadership, and the principal’s role within
it, should be, “imagined as a web of social relationships” (p. 199). Crow’s statements
acknowledge the central role still played by the principal, as designated leader, while
also suggesting the important role others need to play in the dynamic, social process of
school leadership.
For a number of years Sergiovanni (1992) has argued the merits of servant leadership
and stewardship, and as early as 1987 referred to this focus on the distributed nature of
leadership as ‘leadership density’. In more recent years, this concept has been variously
referred to as: distributed leadership (Gronn, 2000; Spillane, et al., 2001); shared or
devolved leadership (Lambert, 2002) participative leadership (Leithwood & Duke;
1999); invitational leadership (Stoll and Fink, 1996); Stoll et al. (2003); collaborative
leadership (Crow, 1998; Telford; 1996); democratic leadership (Starratt, 1991);
facilitative leadership (Lashway, 1996); follower-centric leadership (Gronn, 1996) and
parallel leadership (Crowther, Kaagan, Ferguson & Hann, 2002). Still others have
focussed on teacher leadership (Harris, 2003b; Smylie et al., 2002) values-led,
contingency leadership (Day et al., 2000) and learning centred leadership, (Southworth
2002). Such models point to a need to better understand the nature of distributed
leadership (Oduro, 2004) and the perceptions and actions of the many participants in the
school leadership processes.
Harris (2002) argues that, “Effective leadership for school improvement is about
capacity-building in others; it is people-centred and premised upon personal and
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professional values” (p. 76). From a more pragmatic point of view, West, Jackson,
Harris & Hopkins (2000, p. 39) argue that, as principals who are transformational in
their leadership approaches are difficult to find, there is a need to develop leadership at
other levels within the school. The importance of such school-level, department-level
and classroom-level leadership has been shown to be an essential aspect of successful
school improvement (Fullan & Hargreaves, 1992; Harris 2002; Hopkins & Jackson,
2003). Although much of the literature continues to portray a view of leadership that is
centred on strong principals with clear visions for their schools, dynamic personalities
and high levels of commitment to their roles, Harris (2002) believes that for schools to
be effective, such leadership needs to be replicated at each level and in every aspect of
school life. Similarly, Sergiovanni (2001) argues that there is a need to build human
capital within schools, by developing the leadership of all, rather than just a few. While
Harris (2003) argues that leadership should be “distributed, instructionally focussed and
ultimately teacher owned” (p.3).
Consistent with Harris’ (2003) instructional focus, Elmore (2000) suggests that; “the
skills and knowledge that matter in leadership are those that can be connected to, or lead
directly to, the improvement of instruction and student performance” (p.4). School
leadership research (Hallinger & Heck, 1998; Leithwood and Jantzi, 2000), however,
has shown that while leaders exercise a powerful influence on the effectiveness of the
school and on the achievement of students, this effect is indirect. This finding is
consistent with recent teaching and learning research in New Zealand (Alton-Lee, 2003;
Bishop, 2003), which shows that in the case of schools, it is the teacher that has the
greatest effect on students’ learning. Furthermore, research by Silns and Mulford (2002)
has shown that student outcomes are more likely to improve where leadership sources
are distributed throughout the school, and where teachers are empowered in areas of
importance to them. In advocating the advantages of distributed leadership, Conley
(1993, cited in Leithwood et al., 2003) argues that:
The motivations for advocating such leadership include the possibility for
reflecting democratic principles of participation in the work place;
enhancing teachers satisfaction with their work; increasing teachers’ sense
of professionalism; stimulating organisational change; providing a route to
increase organisation efficiently; and revitalizing teachers through increased
interaction with their colleagues (p. 86).
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Distributed leadership implies a different power relationship, where distinctions
between leaders and followers are blurred, where important tasks are shared more
widely and where teachers become leaders at various times (Harris, 2003b). However,
as Harris (2004) argues, although distributed leadership requires those in formal
leadership positions to relinquish power and control to others, this does not diminish the
need for strong formal leadership:
this is not to suggest that no one is ultimately responsible for the overall
performance of the organisation or to render those in formal leadership roles
redundant. Instead, the job of those in formal leadership positions is to
develop productive relationship, to create a common culture of expectations
and maximise the human capacity within the school (p. 12).
As Day et al. (2000) found in schools with effective distributive leadership, the
principals remained important gatekeepers to change and development, guiding their
schools in a clear and purposeful direction. Similarly, in relation to the New Zealand
context, Robinson (2004) argues that; “the more leadership is distributed the more
coordination is required so that overarching school goals are achieved” (p. 42).

In reference to Bryman (1996), Leithwood & Jantzi (2000) point out that, “While
support for the idea of distributed leadership is wide spread, empirical evidence
concerning its nature and effects in any organisational context remains extremely thin”
(p. 53). Similarly, Harris, (2004) and. Timperley (2005) argue that although distributed
leadership provides many possibilities for enhanced school effectiveness it also
produces a number of risks and pitfalls. As Harris (2004) states:
clearly, more empirical evidence is required about the ways in which
distributed leadership currently operates in schools. We need to know more
about how it is developed and promoted. In particular, we need to know if,
and how, it contributes to better teaching and learning processes in schools
(p. 15).
While it appears that the potential advantages of distributed leadership are substantial,
such practices are not well understood and not easily implemented in our contemporary
school system (Hopkins & Jackson, 2003). This gap between developing leadership
theory and school practice is one of the reasons Southworth (2002) argues that there is a
need to gather further empirical data from stakeholders, in context, to gain a better
understanding of effective school leadership. The gathering, analysis and interpretation
of empirical data, in context, was a key purpose of the study reported in this
dissertation.
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Studying leadership in context
It has been shown in this chapter that leadership involves both leaders and followers and
that in some contexts these roles are interchangeable. Leadership has been described as
a process that involves the interaction of a variety of stakeholders within a given
institution and within a local and national context. Furthermore, it has been suggested
that the magnitude of leadership needed in today’s schools, the special nature and
purpose of schools, and the need for a shared vision and values, mean that leadership
needs to be distributed as widely as possible throughout the school. As all stakeholders,
not just the principal, in some way influence, or are influenced by, the school’s
leadership processes, there is a need to gain the perceptions of these stakeholders if
effective school leadership is to be better understood.
An initial insight into how the context specific understandings of a variety of
stakeholders could best be obtained was provided by two school leadership case studies.
The first of these studies was Wolcott’s (1973) seminal, ethnographic approach, to the
study of an American principal, Ed Bell. The second study was Southworth’s (1995)
more recent ethnographic study of Ron, a primary headteacher in England. As in the
present study, Southworth (1995) drew on the multiple realities (Lincoln & Guba 1985,
pp. 76) of many staff in order to gain a range of perceptions and feelings regarding Ron
as a leader. Influenced by the current literature, particularly that relating to distributed
and post-transformational leadership, the study reported in this dissertation differs from
Wolcott’s (1973) and Southworth’s (1995) studies, in that it focuses on leadership
throughout the school, not on principalship, as in the earlier studies.
Another recent research project, which provided insights to school leadership and
research design that were pertinent to the present study, was that of Day et al. (2000),
who were aware that, “relatively few research studies have sought information from
heads recognised as effective and fewer still have sought educated opinion from those
who know most about them i.e. their students, staff, governors and parents” (Day &
Harris, 2003, p.1). Therefore, in their 1998 study of effective school leadership (Day et
al., 2000), they sought information not only from the heads, but also the students, staff,
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governors and parents. Gaining the meanings of leadership from such a cross-section of
stakeholders was the focus of the study reported in this dissertation.

Conclusion
Through a review of the literature, this chapter has identified and discussed themes and
issues that frame this study of leadership in a New Zealand primary school. If nothing
else, the review has shown that leadership is a complex concept, that is difficult to
define and difficult to put into practice. Although the effects of leadership on students’
achievement are indirect (Hallinger & Heck, 1998, Hattie, 2003), leadership is a critical
factor in school effectiveness and improvement (Day et al., 2000; Hopkins, 2001;
Harris, 2004). The vision, values and actions of school leaders determine the culture and
structures that develop within a school, and these in turn determine the environment,
resources, and decision-making opportunities provided for staff and ultimately the
learning and development opportunities provided for students.
Overall, analysis of the literature identified a need to obtain further empirical data, in
order to enhance understanding of the meanings and practice of school leadership, and
that such data need to be gathered from a variety of participants in the school’s
leadership processes, not just the principal. The review also identified a need to consider
both the transactional and broader, transformational aspects of leadership. The review
highlighted a need for researchers to consider leadership in-depth, and in context, so
that its dynamic, complex, contextual nature can be examined. Furthermore, while it
was shown that researchers are increasingly focusing on the collaborative and
distributive aspects of leadership, there are still many unanswered questions regarding
meanings and practices of distributed leadership in its many manifestations. The recent
quest for post-transformational models of leadership also highlighted the need for
researchers to consider the non-rational, emotional, human aspects of leadership.
Having identified these themes and research needs, the following chapter describes the
methodology, and data collection and analysis methods used in the study reported in
this dissertation.
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CHAPTER 3
METHODS

Introduction
The study reported in this dissertation is a qualitative research project involving an indepth examination of leadership in a single school. As is usually the case in qualitative
research, the study is interpretive and naturalistic. It is interpretive in that it is concerned
with the meanings attributed to ‘effective primary school leadership’ by the participants
in the study, including the researcher. It is naturalistic in that data gathering was
undertaken in a school setting, without manipulation of events by the researcher. As
Denzin & Lincoln (1998) state, “qualitative researchers study things in their natural
settings, attempting to make sense of, or interpret, phenomena in terms of the meanings
people bring to them” (p. 3). They, “… stress the socially constructed nature of reality,
the intimate relationship between the researcher and what is studied, and the situational
constraints that shape inquiry” (Denzin & Lincoln, 2000, p. 8).
The interpretive framework, or “basic set of beliefs that guide action”, used by
researchers is referred to by Guba, (1990, p. 17) as a paradigm. While in general, it was
a constructivist-interpretive paradigm that guided the qualitative procedures used in this
study, more specifically, it was symbolic interactionism (Blumer, 1969; Hargreaves,
1994; Schwandt, 1998; Woods, 1992) that provided the necessary theoretical
underpinnings for this study. Ontologically, symbolic interactionism reinforced the need
to gain multiple participants’ meanings of ‘effective school leadership’ in order to better
understand this social process. Epistemologically, it emphasised the need to consider the
active part played by both the researcher and participants in the meaning making
process. Finally, as symbolic interactionism emphasises the importance of context in the
production of individual and shared meanings, it was essential that the research be
undertaken in the natural setting of the school. Symbolic interactionism thus provided a
strong theoretical base from which to investigate and conceptualise effective school
leadership as a social process, involving multiple participants, each with their own
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personalities, knowledge, skills and values, operating in an institution with a particular
structure, culture, history and resources.

Chapter Overview
This chapter began with a brief explanation of the interpretive, naturalistic focus of
qualitative research, which forms the overarching paradigm for this study. It now
explores symbolic interactionism, which provides the study’s theoretical perspective.
Then the major research question and resulting guiding questions for the study are
outlined. Following this, issues relating to the study of a single case are explored and
the criteria and process for selection of the case study school and participants are
described. The data gathering methods used in this study, i.e. concept maps, interviews,
and document analysis are then addressed. For each method, first the theoretical issues
are explored and then the procedures used in the study are described in detail. Next, the
procedure used for analysis of the concept maps is outlined, and the grounded theory
methods of data analysis used in this study are described. Finally, issues relating to the
trustworthiness and generalisability of the research findings are considered.

Symbolic Interactionism
Symbolic interactionism has its origins in the theories of social psychology, which are
concerned with the study of human social behaviour. Blumer (1969, p. 2) claims that
symbolic interactionism rests on three premises, each of which has implications for this
study:
•

First, human beings act toward things in their environment on the basis of the
meanings that these things have for them;

•

Second, the meaning of such things is derived from, or arises out of, the social
interaction between and among individuals;

•

Third, these meanings are handled in, and modified through, an ongoing
interpretive process.

Symbolic interactionists maintain that individuals construct meaning through
communication and that the goal of interaction is to create shared meaning. Thus, the
meanings participants have of school leadership, and the actions they take, are an
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outcome of the complex web of interactions they have with other stakeholders in the
immediate and wider school setting. To understand school leadership it is therefore
essential to access the multiple meanings participants have of this phenomenon.
Although the meanings of objects produced through symbolic interaction are personal to
the individual, groups also construct consensual meanings through the process of
mutual indication. The meanings individuals give to social objects such as pupils,
parents, teachers, the principal, and abstract objects such as beliefs, values, and the
many concepts relating to leadership itself, and how these influence the view one has of
oneself, are central to this study of school leadership. These individual meanings,
however, constantly interact with, contribute to, and are influenced by, the consensual
meanings constructed by various groups within the school, such as the management
team, syndicates and the staff as a whole. Whether it is the perceived attitudes and
expectations of the many people that teachers and the principal interact with on a daily
basis, or the shared values and beliefs of various school ‘teams’, those working in a
school setting are constantly subject to the influence of ‘others’ (Blumer, 1969). Thus,
although the personal meanings held by stakeholders in the school are important in their
own right, it is through interaction with others, in social settings such as a school, that
individuals construct their meanings (Hargreaves, 1994; Woods, 1992).
In keeping with the premises of symbolic interaction, the aim of this study was to access
the normally covert meanings participants had of leaders and leadership, while also
attempting to understand the context, structures, processes, and multiple interactions
participants had with colleagues and other stakeholders, which influenced their
individual and collective meanings. This aim gave rise to the following central research
question.

The Central Research Question
The central research question that provided the focus for this study was:
How do stakeholders in a New Zealand primary school perceive effective primary
school leadership?
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The questions that guided data collection and analysis, and theory development were:
•

What are the participants’ meanings of an effective leader in a primary school
and in particular, of effective primary school leadership?

•

What conditions, actions and interactions influenced participants’ meanings?

•

What effects have these ongoing actions, interactions and conditions had on
leadership at the school and on the participants’ evolving conceptualisations of
leadership?

The guiding questions were not designed to be answered specifically but to be used to
provide a focus for data gathering and analysis, and theory development. The questions
were also designed to be consistent with the symbolic interactionist underpinnings of
this study. The relationship of the research questions to the premises of symbolic
interaction, and to the data gathering and analysis methods, and the expected outcomes
of the study are shown in Appendix 1. From a symbolic interactionist perspective, to
investigate fully the study’s questions it was essential to look beneath the surface
features, and explore the subtleties and complexities of the structures, processes and
interactions that had shaped the participants’ meanings of leadership. As Strauss and
Corbin (1999) state, in relation to the importance of the human status of participants in a
study such as this:
They have perspectives on and interpretations of their own and other actors’
actions. As researchers, we are required to learn what we can of their
interpretations and perspectives … multiple perspectives must be systematically
sought during the research enquiry (p. 84).
As perspectives or meanings of leadership are specific to given individuals, in given
social contexts, an in-depth study of effective leadership in a single school was chosen
as the method most likely to illuminate this study’s research question.

Study of a Single Case
Case study research involves the examination of a particular phenomenon such as a
person, an event, an institution or a process, as is the case in this study of leadership. As
Burns (1994) states, “In a case study the focus of attention is on the case in its
idiosyncratic complexity” (p. 313). Case studies have been variously described as: “the
examination of an instance in action” (MacDonald & Walker 1975); “the study of the
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particularity and complexity of a single case“ (Stake, 1995, p. xi); and, in drawing
attention to case as an object, rather than a process, “a bounded system” (Smith 1978).
In this study of primary school leadership, the term ‘case’ refers to a “bounded system”
or a “functioning specific” (Stake, 1994, p. 236), rather than a research methodology in
its own right. Consistent with Adelman et al. (1980, p. 59), two broad aims of this indepth study were to provide an insight to the subtlety and complexity of leadership in a
given context, while also contributing to educators’ and researchers’ understandings of
school leadership in general. In relation to these two aims, Stake (1994) distinguishes
between instrumental and intrinsic cases. In Stake’s terms, the study reported in this
dissertation was predominantly an instrumental case study, in that, “a particular case
[was] examined to provide insight into an issue or refinement of theory” (p. 237). For
participants, including the researcher, this was however also seen as an intrinsic case
study, in that it hopefully provides data that will contribute to a better understanding of
leadership in the case study school.
An often-cited definition of case study is that of Yin (1989), in which he states, “A case
study is an empirical inquiry that investigates a contemporary phenomenon within its
real life context, especially when the boundaries between phenomenon and context are
not clearly evident” (p. 23). When considering the technical aspects of case studies, Yin
refers to ‘data needing to converge’ and the importance of pre-established theory. These
positivist tendencies contrast with the emphasis on the interpretive and inductive nature
of case studies by writers such as Merriam (1988), who contends that, “ the discovery of
new relationships, concepts, and understanding, rather than verification of
predetermined hypotheses, characterizes qualitative case studies” (p. 14). For Merriam,
following Geertz (1973), the end product of a case study is a thick description that
illuminates the reader’s understanding of the phenomenon under study.
As discussed in Chapter 2, two case studies of particular relevance to this project were
Wolcott’s (1973) pioneering study of an American elementary school principal and
Southworth’s (1995) study of an English primary school headteacher. These two case
studies differ from the current study in that they were ethnographic in nature and
focused on principalship rather than school-wide leadership. These studies did show,
however, how case studies could enable the researcher to study school leadership in
context, and in sufficient depth, to enhance the understanding of its complex and
embedded nature. These case studies also showed that while the generalisabilty of
findings from a single case may be limited, this is more than compensated for by the
ability of such studies to get beneath the surface features of leadership and explore the
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complex, multiple interactions and relationships that can only be fully understood in
context. Thus, having decided to adopt a single case for the study reported in this
dissertation, the next step was to select the school and participants.

Selection of the School and Participants
After considering both the theoretical and practical issues involved in selecting a school
for this study it was decided to use purposive (Silverman, 2001, p. 250), criterion-based
selection (LeCompte & Preissle, 1993). As LeCompte & Preissle explain, selecting the
unit for study requires, “that researchers translate into concrete, empirical descriptors
phenomena that are abstractly characterized in research goals and conceptual
frameworks” (ibid., p. 60). Thus, based on the objectives of the study and consideration
of related studies of school leadership, particularly those of Southworth (1995; 1998)
and Day et al. (2000), prior to the search for a case study school, criteria for selection
were established. The resulting criteria were:
•

the school is considered by other educationalists to have effective leadership
practices, as evident in a positive Education Review Office (ERO)
accountability review report, particularly in regard to leadership;

•

the school has a ‘non-teaching’ principal, who can potentially devote most of
her/his time to leadership and management;

•

the principal has been in the school long enough for school procedures and
leadership processes to be well established.

At first, the criteria relating to effective leadership practices posed a dilemma, as there
was a need to determine what was meant by ‘effective leadership’, when the purpose of
the study was to enhance understanding of what the important elements of effective
leadership actually are. This dilemma was resolved by the decision that, a positive
Education Review Office (ERO) ‘accountability review’ report, particularly in regard to
management and leadership, would be the major criterion used to determine
‘effectiveness’. Such reports are accessible to the public, and are written following a
comprehensive, independent review of the school’s leadership, management and
governance, by an experienced team of educationalists, which involves several days of
observations, interviews with stakeholders, and analysis of the school’s and individual
staff members documentation. In carrying out their review the audit team have two
major focuses: the quality of education and the performance of the Board of Trustees.
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When investigating the quality of education the team evaluates: curriculum
management and leadership; the school curriculum; curriculum delivery; student
achievement; assessing, recording and reporting student achievement; meeting
individual needs; and curriculum review. When investigating the quality of the BOT
performance the team evaluates: governance, planning and self-review; management of
resources; personnel management; safety of the physical and emotional environment;
and community consultation.
Before continuing with the study, ethical clearance was applied for, from the Human
Research, Ethics Committee, at Griffith University. Once ethical clearance had been
received and the selection criteria finalised, a list of suitable schools was developed,
based on the researcher’s knowledge, and discussions with teacher education colleagues
and local principals. Having decided on six possible case study schools, their latest
Education Review Office (ERO) reports were checked via the internet, paying particular
attention to statements regarding leadership. The ERO reports were then discussed with
other principals and teacher education lecturers to confirm the validity of the report
findings. Such a selection method is described by LeCompte & Preissle (1993, p. 77) as
‘reputational-case selection’. After considering each of the schools on the short-list,
‘Moorpark’ was a school that stood out in terms of accommodating the selection
criteria, particularly in regard to its leadership practices, as is evident in the following
extract from the 2002, ERO report:
Students and teachers benefit from the principal's outstanding, professional
leadership and her efficient management practices. In partnership with teachers,
she establishes and maintains a positive school climate, a team culture and an
open and supportive working relationship with the board. She understands the
changing needs of the school and works closely beside trustees and staff to plan
for the rapidly growing roll and the learning needs of the students (ERO Report,
2002).

As a result, Mary, the principal at Moorpark School, was contacted and arrangements
made to meet with her to discuss possible participation in the study. At this meeting the
research questions, the objectives of the study, the methodology, possible participants,
and issues relating to confidentiality and informed consent were discussed. As the
school met all the stated criteria, and as, following the initial meeting Mary was very
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positive about the prospect of taking part in the study, it was agreed that, conditional on
participant agreement, Moorpark would be the case study school.
Having selected the school, there was then a need to identify from within the school a
sample of participants who could provide a cross-section of views on the school’s
leadership. Although no formal criteria were prepared for this selection, several
considerations were kept in mind and discussed with the principal. First, there was the
need to gain the perceptions of a cross section of stakeholders, and second, the
participants needed to be people who would be candid in expressing their views. In the
case of the student participant there was a need to have someone who had the
knowledge, experience and oral language skills to discuss a concept such as leadership.
Following further discussion of the study’s aims and methodology with the principal,
agreement was reached as to which staff would be most likely to contribute to the
study’s objectives being met. It was agreed, providing they were willing, that the
participants would be:
•

the principal;

•

the assistant principal, who had major leadership responsibilities within the
school;

•

a less experienced teacher, who had responsibility for sport;

•

a general staff member, with responsibility for resource production and
children’s medication;

•

a parent, the chairperson of the Board of Trustees (BOT);

• a final-year student.
Over the following week the principal discussed possible participation in the project
with the proposed participants, all of whom agreed to take part.
Prior to data gathering, each participant was provided with an information sheet (see
Appendix 2), which outlined the purpose and methodology of the study, steps that
would be taken to maintain confidentiality, the voluntary nature of participation, and the
complaints procedures and contact persons. Having been given time to read and
consider the material, participants were individually provided with an opportunity to ask
the researcher questions of clarification. Written consent was then obtained from each
participant, including a parent of the student participant (see Appendix 3), thus enabling
the data gathering process to begin.
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Data Gathering
In this section, the study’s data gathering processes are outlined, then in the following
sections the nature and purpose of concept maps, semi-structured interviews and
document analysis are explained, and the procedures for their use in this study are
described.

Concept Maps
A concept map is a diagram that depicts a person’s understanding of a term through the
use of concept labels and linking words. Novak & Gowan (1984) define a concept, “as a
regularity in events or objects designated by some label” (p. 4). In a concept map the
relationship between the concepts is shown through propositions that consist of two or
more concepts connected by other words to form a meaningful statement. As shown in
Figure 3.1, concept maps are traditionally, hierarchical in structure, with the most
inclusive, general concepts at the top of the map and the more specific concepts
arranged below.
An effective leader in a primary school

has
soul

must be an
effective communicator

values being
part of a team

Figure 3.1: Example of concept map propositions

Concept mapping has been widely used in the area of research in science education (AlKunifed & Wandersee, 1990; Markham, Mintzes & Jones, 1994). It has also been used
to investigate preservice teachers’ developing frameworks for class management (Jones
& Vesilind, 1995), preservice teachers’ thinking about effective teaching (VanLeuvan,
1997; Artiles & McClafferty, 1998), and the impact of educational research on teachers’
knowledge in action (McMeniman, Cumming, Wilson, Stevenson & Sim, 2000). In this
study, concept mapping was used as the initial data gathering method, to elicit, organise
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and represent the participants’ mental representations (Thagard, 1996) of ‘an effective
leader in a primary school’.
As people’s meanings are influenced by the actions of others (Blumer, 1969), and as
people attribute leadership status to others on the basis of such actions (Bolman & Deal,
1997), one important aspect of understanding leadership is understanding the actions
and dispositions people expect of a leader. In this study, the concept maps provided one
means of gaining such data, not with the purpose of producing a list of the attributes,
but in order to better understand how these expectations influenced participants’
meanings of leadership as a whole. Thus, the focus of concept mapping was on
understanding how participants’ perceptions of an effective leader informed and
influenced their overall meanings of leadership at Moorpark School.
The place of the researcher
As was the case with the interviews, which are discussed next in this chapter, it was a
premise of this study that concept maps would provide access to the meanings people
attribute to their experiences and social worlds (Charmaz, 1995; Miller and Glassner,
1997, Silverman, 1993). It was recognised that the construction and explanation of the
concept maps was itself a symbolic interaction, involving the researcher and the
participant, and that the participants’ responses would be influenced by who they
perceived the researcher to be in their lives. Having shared the views of the participants,
it was then the researcher’s task to present these views in a way that was as consistent as
possible with the participants’ meanings. As Charmaz (1995) explains, as researchers:
We start with the experiencing person and try to share his or her subjective
view. Our task is objective in the sense that we try to describe it with depth
and detail. In doing so, we try to represent the person’s view fairly and to
portray it as consistent with his or her meanings (p.54).

Concept Mapping Procedures Used in this Study
Concept mapping was undertaken early in the research project at a time that suited each
participant. First, the aim of the research was outlined to the participant and then, to
ensure s/he understood what was expected of her/him, the process of concept mapping
was explained, using the example of ‘an enjoyable meal out’. During this process ample
opportunity was provided for the participant to seek clarification. Following this
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introduction and explanation, the participant was provided with a large sheet of card,
with the phrase, “An effective leader in a primary school is”, written at the top, centre.
The participant was asked to identify, and write on individual, stick-on labels, the words
or phrases that s/he believed are central to being an effective leader. The participant was
then asked to organise the concept labels on the large sheet of card, so as to “best
represent your understanding of an effective leader in a primary school”. It is worthy of
note that while the ‘title’ of the map focussed on ‘an effective leader’, the resulting
concepts and explanations often referred to wider aspects of leadership.
As the thinking, meanings and understandings behind the construction of the maps were
important for this study, participants were asked to ‘think out loud’ as they constructed
their concept maps. As Olson & Biolsi (1991) explain:
Many people are not adept at recalling and explaining after the fact all of the
associations or processes they normally use while performing a task, having them
report their thoughts during performance is believed to be a better way to acquire
richer process information” (p. 245).
As such, this process was not an interview, but an opportunity for participants to ‘turn
up the volume’ (Olson & Biolsi) as they described the associations, inferences and
reasoning behind the construction of their maps. These ‘thoughts’ were recorded on
audiotape and later transcribed.
During construction of the map, additional concepts were identified by the participant
and corresponding labels added to it. When the participant was satisfied with the
structure of the map, s/he was asked to link the concept labels with arrows and add
words or phrases to describe the nature of the propositional relationships among the
concepts. At the end of the mapping exercise the labels were glued to the sheet and later
reproduced by computer (see Appendix 4 for two examples).

Interviews
The second technique used for data gathering was the interview. According to Kvale
(1996), the purpose of an interview is to understand themes of the lived daily world
from the subject’s own perspective. In his description of an interview, Kvale focuses on
the local production of knowledge through human interaction. “The research interview
is an interpersonal situation, a conversation between two partners about a theme of
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mutual interest. It is a specific form of human interaction in which knowledge evolves
through a dialogue” (p. 125). Consistent with the symbolic interactionist underpinnings
of this study, Silverman (2001, p. 86) refers to Baker (1982) when discussing the
relationship between interviewees’ accounts and the world they describe, and the
relationship between the interviewer and interviewee:
When we talk about the world we live in, we engage in the activity of giving it a
particular character. Inevitably, we assign features and phenomena to it and make
it out to work in a particular way. When we talk with someone else about the
world, we take into account who the other is, what that other person could be
presumed to know, 'where' that other is in relation to ourself in the world we talk
about (Baker, 1982, p. 109).

Neither Kvale’s nor Baker’s statements, however, explicitly address the issue of
whether the interview data can tell us anything beyond the local construction of
meaning. Although not subscribing to the positivist notion that there are ‘facts out there’
waiting to be found, and while acknowledging the importance of the local construction
of meaning in the interview situation, this study was based on the assumption that
interviews can provide access to the meanings people attribute to their experiences and
social worlds. A similar view is stated by Miller & Glassner (1997), “We are not willing
to discount entirely the possibility of learning about the social world beyond the
interview in our analysis of interview data” (p. 99). Miller & Glassner (1997) believe
that narratives, which emerge in interview contexts, are situated in social worlds that
exist outside of the interview itself and that researchers can capture elements of these
worlds in their scholarship. Therefore, in this study, while taking into account local
meaning making, the interview data were analysed in such a way as to provide an
insight to the meanings participants attributed to their experiences of leadership in a
given school, and the societal and other contextual influences on these experiences.

Semi-structured Interviews
If as Kvale (1996) argues, the aim of an interview is to gain open, nuanced descriptions
of different aspects of the subjects’ life worlds, it is essential that the interviewer
exhibits openness to new and unexpected phenomena rather than have pre-formulated
questions and ready-made categories for analysis. To help achieve this aim, semistructured interviews were used in this study. These interviews gave the interviewees
the freedom to raise and focus on the dimensions they thought were important, while
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providing the interviewer with the opportunity to ensure the interview remained focused
on the topic at hand. As Kvale states, in such interviews, “The interviewer leads the
subject toward certain themes, but not to certain opinions about these themes” (1996, p.
4).
In this study, the first step in preparing for the semi-structured interview was to develop
an interview guide, based upon a number of open questions (see Appendix 5). Prior to
use in the case study school, the proposed interview guide was trialed with a principal
and teacher in a school of similar size and socio-economic status. This trialing resulted
in minor changes to the interview questions and confirmed for the researcher that the
guide provided the openness necessary for participants to pursue issues and
understandings that they consider important, and enabled the researcher to focus on
establishing a ‘safe’, open environment and ensure that the participants did not stray too
far from the intended focus of the interview.

Semi-structured Interview Procedures Used in this Study
In this study, the individual, semi-structured interviews were conducted over a period of
five weeks, firstly with the senior student, as he was going to be overseas for several
weeks, and then with the principal, assistant principal, general staff member, BOT
chairperson, and finally the teacher. Where possible, time was allowed for initial
analysis of one interview before the next interview was undertaken. While the
interviews were no doubt influenced by the researcher’s meanings of leadership, the
open and relatively unstructured nature of the interviews enabled the focus to be on the
participants’ meanings of leadership at Moorpark School. In most cases, few probes
were required as participants readily and openly expressed their views on leadership
within their school.
With the permission of the participants, each of the interviews was audio taped and
transcribed prior to analysis. Samples of part of two transcripts are provided in
Appendix 6. Both concept maps and interviews were transcribed using line references.
This enabled quotes to be referenced in terms of the participant, the data gathering
method (1 for concept mapping, 2 for interviews) and the transcript line reference, as
shown in Table 3. Thus (AP2, 26-32) refers to lines 26 to 32 of the Assistant Principal’s
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interview transcript, while (B1, 241–243) refers to lines 241 to 243 of the BOT
chairperson’s concept map discussion.
Table 3.2: Transcript reference codes
Source

Code

Student
Principal
Assistant Principal
General staff member
Board of Trustees (BOT) chairperson

S
P
AP
G
B

Concept Map
Interview

1
2

Document Analysis
Although school documents were not analysed in detail, selected documents,
particularly the school’s ERO report, the job descriptions of participants, and the
principal’s performance agreement and appraisal by staff, were used to provide further
sources of data, and another perspective on issues and understandings raised during
concept mapping and interviews. The school’s website and community publications
were also analysed to verify or add to data gained from the interviews and concept
maps. These documents enhanced understanding of leadership at Moorpark School, as
documents are, as Atkinson & Coffey (1997) state, “a vital way in which organizations
constitute reality” (p. 47). These documents were used to corroborate, or raise questions
about, data from other sources, and thus increase the trustworthiness of the findings
(Glesne, 1999).
Biographical data, which provided a profile of the participants, the school, and the
community, as discussed in Chapter 4, were obtained from existing school documents,
the interviews and discussions with participants.
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Overview
The focus of concept mapping was to elicit the participants’ meanings of an effective
primary school leader, no matter whether that leader was the principal, other members
of staff or the students. Consistent with this study’s underpinnings of symbolic
interactionism, although asked about leaders in general, participants frequently
explained their concepts in terms of the leaders and leadership they experienced at
Moorpark School. Thus, while the concept maps were intended to provide an initial
insight to participants’ conceptions of an effective leader, which is just one part of the
total picture of school leadership, they in fact also contributed to the data on
participants’ meanings of effective leadership, in the broader sense, which was the
major purpose of the interviews that followed.
As the overall focus of the study was on stakeholders’ meanings of leadership, in the
widest sense, no attempt was made to rigidly differentiate the concept map data from
that of the interviews. The coding of the references, quoted in the dissertation, does
however enable the reader to differentiate whether that data was gathered from the
concept maps or the interviews. Also, because the concept maps’ focussed on effective
leaders, data from the maps made an important contribution to the analysis and
description of the attributes stakeholders expected of a leader, as discussed in Chapter 6.
In summary, it was an expectation of this study that a comprehensive picture of
stakeholders’ meanings of effective primary school leadership would be achieved by
combining and triangulating the data from the concept maps, interviews and selected
school documents.

Data Analysis
Having gathered the data, the next step was analysis of the concept map and interview
data.

Analysis of Concept Maps
The major aim of the concept map analysis was to determine the concepts participants
believed relate to an effective leader in a primary school, and through the ‘think-aloud’
protocol, better understand the conditions and interactions that have influenced the
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development of these concepts. A number of researchers (Markham, et al., 1994;
Mergendoller & Sacks, 1994) have used concept mapping as a quantitative tool, scoring
maps according to the number of concepts, relationships, branchings, hierarchies,
crosslinks and examples. No such scoring rubric was used in this study, as here the
focus was on the ideas and relationships expressed in the maps, rather than on allocating
quantitative weighting to their structure.
For each participant’s map, the concepts, as they appeared on the map, were recorded,
and initial codes, which were later used in conjunction with the analysis of the interview
data, began to develop. The transcripts of participants’ explanations of their maps were,
as with the interview transcripts, analysed using grounded theory methods of analysis,
as described in the following sections.
Grounded Theory Methods of Data Analysis
In this study, grounded theory methods of data analysis (Strauss & Corbin, 1990), in
particular, open and axial coding, were used to help ensure the systematic analysis of
the data. It was intended that such methods would, in the words of Coffey & Atkinson
(1996), result in the analysis being not only, “imaginative, artful, flexible and
reflective” but also “methodical, scholarly, and intellectually rigorous” (p. 10).

Memos and Diagramming
During the data gathering and throughout the data analysis, a variety of memos (Corbin,
1986) were written and later sorted and re-sorted to aid data analysis and writing. These
memos were used to capture, question, and compare the codes, categories, conditions,
interactions, consequences and tentative hypotheses emerging from the data. For
example, a memo following the first concept map construction, with the principal,
stated:
The idea of ‘soul’ seems an important one. I must follow up to see whether this
can be equated to ‘concern for the individual’, as in the contemporary literature –
Leithwood’s transformational leadership, I think (Memo, 20 March, 2003).
For a complete theoretical memo, written following the interview with the principal, see
Appendix 7. Another example of a memo, written during data analysis, is shown below.
This memo addressed the issue of whether incidents, which seemed to be based on
‘concern for the individual’, were also related to other categories, such as ‘management
and structuring’, as the categories were named at that stage:
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During the interview the principal was keen to soften any references to areas that
were not going as well as she would really like. … It did leave me wondering
whether some actions she undertakes, which seemed to be purely for caring,
human reasons, are also done for management and political reasons. For example,
when describing a syndicate that was not functioning quite as she expected, she
mentioned talking to each of the syndicate members. This was in keeping with her
operating method of being concerned for each person, and allowing everybody to
‘have a say’, but it was also politically astute. It allowed her to keep her finger on
the pulse and better understand the issues…” (Memo; 1 May 2003)
Diagramming (Corbin, 1986) was also used on many occasions to provide a visual
representation of the developing concepts, categories and sub categories, and the
relationships between them (see examples Appendices 10 & 11), and to help visualise
the sequence of ideas that needed to be expressed during the writing process.

Open Coding
In this study analysis of the data began with a rigorous reading of the concept maps and
interview transcripts. To begin data analysis, open coding (Strauss & Corbin, 1990) was
used to break down the data into discrete parts, and conceptualise and label the
phenomena. Although some writers (Huberman & Miles, 1994) describe coding as data
reduction, its purpose in this study was also as a heuristic device that provided a means
of interacting with and thinking about the data in a systematic way. During coding,
great care was taken to ensure that the codes, concepts, categories and propositions were
developed from, and grounded in, the data provided by the participants.
Open coding involved analysis of the interview and concept map transcripts on a lineby-line basis to identify concepts and label incidents, actions and meanings. Following
Punch (1998), questions such as the following were asked: What is this segment of data
an example of? What does this segment of data stand for, or represent? What category
or property of a category does this segment of data indicate? (p. 212). Line-by-line
coding (Glaser, 1978; Corbin, 1986) was used to ensure a focus on the data, which
represented the “participants’ views of their realities” (Charmaz 2000, p. 515). As
coding progressed, previously occurring codes and concepts were increasingly used, and
as a result of the richness of the data, a number of lines, or more accurately, data
segments, were given multiple codes. An example of open coding is provided in Table
3.3 below.
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Table 3.3: An example of open coding of the principal’s interview transcript
(P2, 138-151; May, 2003)
Interview statement

Coding

… leadership for me, particularly as the school has
grown, or probably right from the beginning too, but

school size a factor

particularly now, is the leadership of people, because

people central

if you don't have a happy staff, you know, a staff who

feelings/emotions

feel they are valued and feel they've got a say and feel

feeling valued; having a say

that you know, they're actually part of a team, then

teams,

you don't have a soul. You don't have, a team that

‘soul’;

works together.

collaboration

So I think, more and more, that working with parents -

influence of parents

Um, you know, parents (1) when they need to see you

immediate accessibility

they need to see you now and all the crap that I read in

theory / practice conflict

my leadership training that said, "Have your closed
door times and if someone comes along, you say no. I

leaders needs v others needs

will make an appointment with you later in the week,
da da da da." Personally I find that rubbish because

theory v practice

you need to be available. That’s the job. You need to

availability central to job

be there when people need you. Okay, there are

peoples’ needs

always times that you can't be through one reason or

v practicalities

another, but if I am here I'm available.

availability - ‘open-door’

As coding progressed, codes and concepts were compared, and those that seemed to
pertain to the same phenomenon were grouped into categories to achieve greater
abstraction. Categories are, as described by Corbin (1986), “abstractions of phenomena
observed in the data” (p. 94), or as Glaser (1978) states, categories and their
characteristics (properties) are conceptual codes depicting the essential relationships
between data and theory. As the categories developed, each was given a tentative name,
which was meaningful for the researcher and hopefully for potential readers, and often
arose from the data. These names, and the categories themselves, were continually
modified as more transcripts were analysed and new ideas became apparent. A list of
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the developing categories and subcategories can be seen in the analysis grid in
Appendix 8. A memo describing the emerging major categories can be found in
Appendix 9 and the more fully developed categories and subcategories and their
descriptions can be found in Appendix 10.

Analysis Grids
As this process progressed, analysis grids (Gillham, 2000) were constructed to record
and classify the concept map and interview data (see example in Appendix 8). This
involved constructing, for each participant, a grid on which the transcript-line-reference
for each data segment was recorded according to its category and subcategory concept
label. This procedure forced careful consideration of data coding and provided a helpful
visual prompt for exploring, emerging patterns and relationships. The analysis grids also
provided an extremely helpful device for locating and ‘retrieving’ data during analysis
and writing, as a computer-based storage and retrieval system was not used.
Furthermore, the grids provided a useful link between open and axial coding.

Axial Coding
Having broken down the data during open coding, there was then a need to put it back
together in new ways. This process, which Strauss & Corbin (1990) refer to as axial
coding, involved further developing, specifying and describing the categories, and
making connections between them. This was achieved through use of a coding
paradigm (Strauss & Corbin, 1990), which examined each concept in terms of the
context in which it was imbedded, the causal and intervening conditions under which it
occurred, the actions or strategies by which it was managed, and the consequences of
those actions.
Table 3.4 provides an example of the use of this axial coding paradigm, to make
connections between categories and sub-categories relating to the principal’s concept of
“soul”, and its relationship to the concepts of ‘care’ and ‘concern for the individual’.
Use of the paradigm provided further support for the developing premise that ‘concern
for the individual’, later named ‘concern for others’, was a core value at Moorpark
School, and ultimately resulted in ‘concern for others’ being recognised as an essential
element of the key conceptual category establishing core values.
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Table 3.4: ‘Concern for the individual’: a theoretical memo showing an example of the
use of Strauss & Corbin’s (1990) axial coding paradigm
26 June 2003
In what ways is care/concern for the individual a key conceptual category?
Causal conditions: Why is this happening?
• Leaders values & beliefs – the principal’s personal belief in the importance of
treating staff as individuals not just employees
• Stakeholders’ values & beliefs - staff have similar values to principal
• Need for care and support – stress caused by frequent change, high personal
and school expectations and personal circumstances of staff.
Strategies: What do staff members do to enable care and concern for others?
• Respect and value each other
• Acknowledge the efforts and good work of others
• Make themselves available for others
• Listen and be sensitive to the needs of others
• Provide support and practical help for others.
Intervening Conditions: What needs to be in place for effective care of each other?
• A culture in which care and concern for others is valued
• An environment in which teams are important not only for achieving
institutional goals, but also personal goals/well-being
• Structures and processes that enable care and support of others.
Consequences: What are the outcomes/effects of these strategies?
• Benefits: staff feel supported and valued, a sense of community/family, a sense
of belonging, a school with ‘soul’, a greater feeling of well-being, less chance
of burnout, a willingness to ‘go the extra mile’, and overall, a more positive
working environment
• Drawbacks: Support may need resourcing e.g. a reliever; it is time consuming;
particularly for principal, ‘open door’ comes at a price– work not done while
listening to others has to be done either in the evening or weekends.
• The drawbacks seem few in comparison to the possible gains.

During axial coding this paradigm was used to refine the categories and subcategories,
and to recontextualize the data and think about them in new ways. As a result, some
categories and sub categories were disregarded, others were broadened, and new
connections between them established. During this stage the leadership literature was
again considered, in order to help name, verify, elaborate, refine, and sometimes reconceptualise the categories and sub categories. The developing categories and subcategories were also discussed with colleagues, and member checking (Lincoln & Guba,
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1985) was used to ensure the data, analytic categories and interpretations were credible
to the participants. The outcome of axial coding was the identification of three key
conceptual categories, which provided the basis for the theoretical propositions that
emerged from the study.

Emergence of Three Theoretical Propositions
As relationships between the concepts, sub-categories, and key conceptual categories
were explored through axial coding, theoretical propositions relating to the three key
conceptual categories emerged from the data. These propositions explained the
meanings and experience of leadership from the perspective of the participants and thus
provided a framework for discussion of the study’s findings.
The theoretical propositions were used to describe the relationships between and within
the key conceptual categories. As Chenitz & Swanson (1986) state in relation to the
nature of theory, “Theories consist of concepts and propositions about the relationships
between concepts. … Propositions in theory are used to denote relationships” (p. 4). As
propositions help explain, clarify, organise and interpret phenomenon in the data
(Chenitz & Swanson, 1986), theoretical propositions act as tentative hypotheses
(Southworth, 1995) that predict further relationships, and which must be continually
checked against the data.
In the study reported in this dissertation the iterative process of grounded theory
methods of data analysis thus led to increasing abstraction, as the data were first broken
down to identify concepts during open coding, reconstituted, as the categories and the
relationships between them were identified during axial coding, then further abstracted
through the development of propositions. As stated above, these propositions were
continually checked against the data and as part of the process of ‘member checking’,
given to participants to ensure they were consistent with their meanings and experiences
of leadership. The propositions also aid the generalisability of the findings, as they
provide tentative hypotheses that can be confirmed or refuted in subsequent studies.
Strauss & Corbin (1990) also recommend the use of selective coding, as a final stage of
grounded theory methods of data analysis. However, this was not used in this study, as
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here the purpose of data analysis was to generate theoretical propositions relating to the
central research question, rather than identify a core category.
An important aspect of the analysis and development of the conceptual categories and
the three major propositions was the use of ‘member checking’. Transcripts of the
concept map explanations and interviews were given to participants to check for
accuracy, and as a result, a small number of minor changes were made. Developing
concepts were discussed with participants, as required, throughout the data gathering
and analysis process. Participants were provided with an early draft of the developing
propositions and then a copy of the propositions in their almost-final form. Although
some participants were at first a little surprised by some propositions e.g. the extent to
which concern for others emerged from the data, rather than want these changed, after
discussion, they confirmed that these values were generally accepted, and had become
part of the ‘taken for granted’ life of the school.

Summary
Although data analysis has been described in this chapter in terms of discrete stages,
this was in fact not the case in practice. In reality there was movement backwards and
forwards between one type of coding and another, and between inductive and deductive
reasoning, as questions were asked and constant comparisons made. As Strauss &
Corbin (1990) explain:
… we are constantly moving between inductive and deductive thinking. That is,
we deductively propose statements of relationships or suggest possible properties
and their dimensions when working with data, then actually attempt to verify what
we have deduced against data as we compare incident with incident. There is a
constant interplay between proposing and checking. This back and forth
movement is what makes our theory grounded (p. 111).

In summary, in this study the categories represent the outcome of a process that began
with open coding to break down the data in order to identify units of meaning, followed
by axial coding, where the data were put back together in new ways. This enabled
relationships between the concepts and categories to be identified, and finally resulted
in three theoretical propositions relating to the key conceptual categories establishing
core values, provision of direction and leading and managing processes. The data
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analysis processes also raised, what is an ongoing issue for qualitative research, and
case studies in particular, that of the trustworthiness and transferability of the findings.

Trustworthiness
There has been extensive debate in regard to the extent to which the traditional canons
of quantitative research - validity and reliability - apply to interpretive, qualitative
research. As early as 1985, Lincoln & Guba (p. 288) advocated the use of ‘credibility’,
‘transferability’, ‘dependability’ and ‘confirmability’ as alternatives for internal validity,
external validity, reliability and objectivity, respectively. No matter what terms are
used, however, Lincoln & Guba (1999) emphasise that, “The basic issue in relation to
trustworthiness is simple: How can an enquirer persuade his or her audience (including
self) that the findings of an enquiry are worth paying attention to, worth taking account
of?” (p. 398). To establish the ‘trustworthiness’ of a study Lincoln & Guba (1999, pp.
397-443) suggest certain techniques should be followed. These techniques, as used in
this study, can be summarised as follows:
•

considerable time was spent with participants over the period of the study, to
establish trust and learn about their environment and culture;

•

‘triangulation’ was achieved through use of a variety of data gathering and
analysis methods, thus enabling, issues and understandings to be viewed from a
variety of perspectives, and convergence, contradictions and irregularities
established;

•

independent verification of the research process used in the study was gained
from two supervisors and several colleagues;

•

working hypotheses and propositions were reconsidered in light of negative or
disconfirming evidence that arose from the data;

•

‘bracketing’ (Ely, Anzul, Friedman, Garner & Steinmetz, 1991) was used to
identify and then set aside taken-for-granted assumptions, beliefs and feelings,
to help ensure the researcher’s mind was open to the perspectives provided by
the primary data sources;

•

‘member checking’ (Lincoln & Guba, 1985) was undertaken to gain
participants’ views of the accuracy and credibility of the data, and resulting
understandings;

•

rich descriptions of the context, participants, and meanings were provided, to
allow readers to make decisions regarding the credibility and transferabilty of
findings;
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•

the dissertation itself provides an audit trail that describes in detail how data
were collected, how categories, and later propositions, were derived, and how
decisions were made throughout the enquiry.

One final issue, relating to trustworthiness, which is of particular importance for case
study research, such as in this study, is that of the transferability of findings.

Transferability
Writers such as Yin (1994) have continued to use more traditional paradigms to justify
generalizability, others such as Denzin (1983) reject generalizability as a goal. For
Schofield (2002, p. 182), the provision of high quality data through ‘thick descriptions’
(Geertz, 1973) provides the information necessary for the reader to make informed
judgements about the degree and extent that results and conclusions from one case will
‘fit’ (Lincoln and Guba, 1985) other particular cases of interest. As Stake (1994)
concludes:
Thus the methods for casework actually used are to learn enough about the case to
encapsulate complex meanings into a finite report but to describe the case in
sufficient descriptive narrative so that readers can vicariously experience these
happenings, and draw their own conclusions” (p. 243).
Similarly, Burns (1994) refers to reader generalisability, as a process by which, “… the
reader decides the extent to which the researcher’s case is similar to and likely to be
instructive to theirs” (p. 327). Thus, in this study, the propositions and conclusions
offered are not presented as truths, but as ‘working hypotheses’ (Lincoln & Guba, 1985;
Southworth, 1995). It is left to the reader, to decide on the trustworthiness of the
findings and the extent to which they can be generalised to other situations.

Ethical Considerations
Ethical considerations are an integral part of any study involving human subjects. Ethics
are particularly important in a study such as this, where the underpinnings of symbolic
interactionism and grounded theory approaches to data analysis emphasise participants’
meanings and perspectives, and the relationships between the researcher and
participants. In the study reported in this dissertation the researcher was known to
several of the participants, thus a level of trust had been developed prior to data
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gathering. This increased the likelihood of obtaining candid data, and highlighted the
need to be careful and ethical in regard to any ‘insider knowledge’ gained.
As Griffith University requirements necessitate consideration of the ways in which
ethical issues will be addressed prior to conducting the actual research, ethical clearance
was gained from the University’s Human Research Ethics Committee before data
collection commenced. Potential participants were provided with clear information
about the research purpose and methodology before they decided to participate, and
were clearly advised that they were free to withdraw from the research at any time. A
letter of support was obtained from the principal before other participants were
approached. Written consent was gained from all participants prior to audiotaping of the
concept map discussion and the interviews. All practical steps were taken to ensure the
anonymity of the school and the participants. This included the use of pseudonyms and
the changing of identifying information, where this was not critical to the discussion of
the research findings. Participants were also given the opportunity to read and
corroborate their respective concept map and interview transcripts, and were invited to
read and request modification to the description of themselves as participants in the
study.

Conclusion
In this chapter the ontological, epistemological and methodological bases for the study
reported in this dissertation have been outlined. The procedures used in the study have
been described in detail and related issues, apparent in the literature, have been
addressed. To ensure the trustworthiness of this study I have made explicit my beliefs
and assumptions, and provided a thorough description of the research process. To help
readers decide how closely this study fits with situations they may wish to consider, and
to provide contextual data, which is critical for the understanding of effective
leadership, Chapter 4 provides a comprehensive account of the national educational
context, the school and community, and the participants, in this study. Then, in order to
answer the central research question, in Chapters 5, 6 and 7 the findings are examined in
terms of three theoretical propositions, grounded in the data provided by participants.
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CHAPTER 4
THE CONTEXT AND PARTICIPANTS

Introduction
In its annual review of leadership research the National College for School Leadership
NCSL (2003) in the United Kingdom stated that, “One of the most robust findings from
research into leadership is that context matters” (p. 9). In recent years, leadership
researchers have shown an increasing interest in the relationship between leadership,
culture, society and organisational context (Hallinger & Leithwood, 1996; Heck, 1996;
Moos & Dempster, 1998; Walker & Dimmock, 2000).
As shown in the Conditional Matrix in Appendix 11, school leadership, teaching and
children’s learning are influenced by multiple layers of contexts and conditions (Strauss
& Corbin, 1990). In the case study school reported in this dissertation, international
influences, national socio-political influences, government educational policies, and the
school community (Hausman, Crow & Sperry, 2000; Southworth, 2002), all played an
important role in determining the perceptions and practice of leadership. Of more
immediate and direct influence on leadership was the school as an organisation, with its
particular history, resources, administrative structure, and culture. Finally, of even more
direct influence, were the stakeholders, who each brought with them particular
dispositions, knowledge, skills, values, beliefs and understandings. It was the meanings
and perceptions of effective leadership, resulting from the actions and interactions of
these stakeholders, in a particular context that was the focus of this study. As concluded
by Bolman & Deal (1997), “Leaders make things happen, but things also make leaders
happen. Context influences both what leaders must do and what leaders can do…
leaders are not independent actors. They both shape and are shaped by their
constituents” (p. 296). The various levels of contextual factors do more than simply
provide a setting in which leadership is interpreted and carried out. These contextual
factors are an integral part of the leadership process (Spillane et al., 2001). To
understand leadership, particularly in a qualitative case study such as this, it is therefore
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necessary to identify and examine the global, national, local and personal factors that
impact upon it.

Chapter Overview
This chapter, which provides a description of the context of the study, began by
emphasising the importance of context for educational leadership. Next it explores the
impact of global and national changes on educational administration in New Zealand
over the past 15 years, and then outlines the current structure of New Zealand’s
education system. A description of the case study school and each of the study’s
participants is then provided. The school description includes a substantial reference to
the school’s 2002 Education Review Office (ERO), Accountability Review Report, as
this was important in establishing that Moorpark School was a school with effective
leadership practices. Following the description of the school, biographical information
is provided for each of the study’s participants: the principal, assistant principal,
teacher, general staff member, Board of Trustees Chairperson and other members, and
the student.

Recent Global Influences on New Zealand’s Education System
Background
New Zealand is a small, sparsely populated, geographically isolated country in the
South Pacific. It consists of two main islands, has a land area of 269,000 km2 and a
population of four million. As a small country, with relatively recent European
settlement, New Zealand quickly developed a centralised, national education system,
formalised by the 1877 Education Act. Until 1989 the New Zealand education system
was controlled by a central, Department of Education, and district, Education Boards.
During this period secondary schools had a little autonomy, but primary schools,
managed by the principal and School Committee, had limited powers and functions. In
the case of primary schools the local Education Boards implemented policy, appointed
staff, distributed resources and were responsible for buildings and maintenance. It is
argued (McLaren, 1974), that during this period New Zealand had one of the most
centralised education systems in the world. In the last 15 years, however, New Zealand,
like almost all western-democracies, has seen rapid and major changes to educational
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administration. Central to these changes has been devolution of authority, in the form of
‘self managing’ schools. As Caldwell & Spinks (1998) explain:
A self-managing school is a school system of education to which there has been
decentralized a significant amount of authority and responsibility to make
decisions related to the allocation of resources within a centrally determined
framework of goals, policies, standards and accountabilities. Resources are
defined broadly to include knowledge, technology, power, material, people, time,
assessment, information and finance (p. 4-5).

The ‘New Right’, Market Ideology
These changes to education took place in a political environment that saw the
ascendancy of an ideology variously described as: the New Right, neo liberalism,
market-liberalism, commercialisation and economic rationalism. Central to this
ideology is the dominance of the economy and economic processes over all areas of
state policy making. It is based on the belief that market forces generally produce better
outcomes and more efficient allocation of resources than government intervention, and
includes a commitment to the privatisation and commercialisation of government
services such as health and education. Under such an ideology, policies aimed at
meeting the private aims of the individual take precedence over policies aimed at
greater equality for all social groups (Ball, 1990; Codd, 1990; Sharpe, 1996).
Although the global educational changes were based on common underlying principles
(MacBeath et al., 1998; Sharpe, 1996), these principles were interpreted and
implemented in differing manners and to differing degrees in each country, depending
on the historical influences, political and economic structures and national ideologies
(Knight, Lingard & Porter, 1993). The degree of change varied from the rapid and
sweeping changes in New Zealand and England, to more measured changes in the most
of Australia, and to slower and less far reaching changes in most of the USA.

Devolution in New Zealand
As outlined in Chapter 1, in New Zealand, the changes to the administration of
education, which became known as ‘Tomorrow’s Schools’, gained their legal status
through the 1989 Education Act (New Zealand Government, 1989). The Act devolved
responsibility to schools, while maintaining central, government power through close
definition of goals, objectives, contracts and functions. As a result, New Zealand
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schools are now governed by a Board of Trustees (BOT) and managed by the principal.
This arrangement is formalised by a contract, known as the Charter, between each
school’s BOT and the Ministry of Education, and the Education Review Office (ERO)
monitors compliance with the Charter. Central control is further tightened through the
New Zealand Curriculum Framework (Ministry of Education, 1993), National
Education Guidelines (NEGs) and National Administrative Guidelines (NAGs).
Self-managing schools were promoted to the New Zealand public on the basis that this
would make schools more effective, give more power to the community, more choice to
parents, and redirect resources from administration to teaching and learning. In many
cases the reality was, however, somewhat different (Snook et al., 1999; Wylie, 1997).

Curriculum and Assessment
As a result of the centralized structure New Zealand teachers had for many years been
guided by national syllabuses in each of the major curriculum areas, to which teachers,
including principals, had considerable input. During much of the last fifteen years of
educational change, however, the core purpose of schools, student learning, was lost in
the debate on the administrative advantages and disadvantages of self-managing
schools. The educational reforms, influenced by the New Right’s emphasis on market
forces and economic processes, and related socio-political pressures, resulted in
changes, not only to the structure of school administration, but also to the curriculum.
As Aikin (1994) points out:
Curriculum issues are not just ‘educational’. They are located within the wider
context of public and political debates. It is those debates which carry more
weight in curriculum policy construction, rather than the more conventional
education frameworks such as how children learn (p. 61).
In New Zealand, such debates, influenced by the New Right, resulted in a tightening of
central control over curriculum and assessment, through the central development of a
national curriculum, The New Zealand Curriculum Framework (Ministry of Education,
1993) and a corresponding reduction of input to decisions on curriculum and other
educational policy development by teachers (Codd, 2005; Snook et al., 1999).
Despite increased central control of curriculum, the New Zealand Curriculum
Framework (Ministry of Education, 1993) and related curriculum documents provide
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guidelines, rather than a prescription, for primary and secondary teachers. In terms of
the classroom, New Zealand primary school teachers continue to have a great deal of
autonomy, as there are few prescribed texts and teachers choose and/or develop many of
their own teaching programmes and resources. Also, despite considerable pressure from
the business sector during the reforms, there is still no compulsory, national assessment
of primary school students. There are, however, a variety of centrally produced,
nationally standardised, assessment tools available to primary schools. There is also the
National Education Monitoring Programme (NEMP), which, using light sampling,
monitors children’s achievement at Year 4 (age 8-9) and Year 8 (age 12-13), in the
major curriculum areas, on a four-year cycle. In secondary schools there is a national
system of assessment, the National Certificate of Educational Achievement (NCEA), at
Years 11, 12 and 13.
Furthermore, despite the reduction in input to curriculum development and the
increased administrative pressures they face, principals have continued to see their role
as professional leaders taking precedence over administration and management
(Robertson, 1998; Wylie, 1997). This educational focus has now been reinforced by a,
much overdue, shift in the focus of Ministry of Education thinking and resourcing, from
issues of authority and organisation, to teaching and learning (New Zealand
Government, 2001), through national literacy and numeracy programmes, research that
focuses on students learning (Alton-Lee, 2003) and most recently, a focus on “making a
bigger difference for all students” (Ministry of Education, 2004a).

Parental Choice and Participation, and Competition
Although increased parental participation and choice was an important ‘selling point’
for self-managing schools, in fact, the organisational reforms have resulted in increased
participation in the governance of schools for only a small number of parents, and real
choice of the ‘best’ school for their children has increased only for relatively affluent
parents (Snook et al., 1999). This aside, self-management has resulted in a change in
relationships and attitudes between the ‘school’ and the community (Mitchell, 1993;
Harold, 1997). The introduction of self-managing schools resulted in a complex
interplay between national, local and personal agendas, and a greater awareness by
principals and teachers of the reality of increased parental involvement (Harold, 1993).
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In a number of schools, particularly in the initial stages of the reforms, the increased
involvement of parents and the seeming overlap between the principal’s management
role and the BOT’s governance role, also resulted in disputes relating to role
demarcation (Harold, 1997; Wylie, 1997).
Another outcome of the more competitive, self-managing environment was increased
competition between schools, which had two major effects. Firstly, marketing has
become an essential activity for most schools, so that they can maintain or gain an
increasing share of potential students (Wylie, 1997) and secondly, at least initially, there
was a reduction in the sharing of ideas and resources by teachers (Codd, 2005), as
schools competed for students and a positive public profile (Robertson, 1998). While
debate continues about many of the effects of self-managing schools, there is little
dispute that self-management has resulted in increased workload for school leaders.

Teacher Workloads
As in England (Day et al., 2000), self-management of schools in New Zealand has
resulted in an increase in the workloads and stress of teachers, particularly principals
(Harold, 1997; Williams et al., 1997; Wylie, 1997). Wylie (1997), for example, reported
that primary principals’ workloads had increased by an average of 10 hours a week to
59 hours and that their levels of stress had also increased considerably. Although, as
explained earlier, principals continue to see their role as primarily one of educational
leadership (Robertson, 1998), as a result of the emphasis on management and
performance outcomes, principals now need to spend more time on budgeting, resource
allocation, and other management activities. However, despite these pressures there
appears to be little, if any, desire by principals to return to the previous more centralized
model, even if they could (Sharpe, 1996; Ramsay, 1993).

In summary
In New Zealand, as elsewhere, education reforms, along with wider political and
societal change, have resulted in the traditional goals of equity and social justice
becoming overlaid by market forces, and the commodification of education. Powerful,
inter-related, social, political, and financial factors, as well as changes to school
administration and curriculum, have had, and continue to have, a significant impact on
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teaching, learning and leadership. Changes of the last 15 years have created an
environment in which school leaders, managers and governors, have an increased
capacity to influence, not only school administration, but also the teaching and learning
environment, and ultimately the learning and development of children. This though
takes place in an education system with a particular structure, which is briefly described
in the next section.

The Current New Zealand Education System
Currently New Zealand’s education system is divided into four main sectors:
•

early childhood - up to 5 years old, which is non-compulsory;

•

primary (Years 0 – 8) - age 5 – 12, which in many urban areas is further divided
into contributing primary, age 5 – 10; and intermediate, age 11 – 12;

•

secondary (Years 9 –13) is compulsory until age 16, but most students continue
on to age 17 or 18 (Years 12 & 13);

•

tertiary – consisting mainly of Universities, Polytechnics (Institutes of
Technology), College’s of Education 2 , Wananga, and a variety of private
providers.

The Ministry of Education’s website (2003) provides a variety of statistics on New
Zealand’s schools, which add to the rich description of the context of this study. In July
2001 New Zealand had 1232 full primary schools (Years 1 - 8), 843 primarycontributing schools (Years 1 –6) and 134 intermediate schools (Years 7 & 8). Of these
2209 schools, 48 were private schools. A characteristic of the system is a high
proportion of small schools, with almost 60% of primary schools having a teaching
principal and five or fewer teachers. Another characteristic of New Zealand schools is
the ageing teacher population. In 2001, the average age of permanent teachers in
primary and secondary schools was 44, with 60% of teachers being between 40 and 60
years of age. At this time, 80% of primary and intermediate teachers were female, as
were 79% of teacher education students. A further demographic feature of New Zealand

2

Only two College’s of Education remain in 2005 and both are negotiating mergers with their local

university.
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schools is the changing ethnicity of the student population. In 2001, of the total student
population, 63% were European/Pakeha, 20% were Maori, 8% were Pasifika, and 6%
Asian. This represented an increase, between 1997 and 2001, in Maori, Pasifika and
Asian student numbers of 6.2%, 14.0% and 17.5%, respectively, whereas the number of
European students decreased by 1.2%. Finally, since the introduction of self-managing
schools, there has been a movement of both teachers and students towards schools that
serve more economically and socially advantaged students (Fiske & Ladd, 2000, p.
184), resulting in larger ‘high socio-economic’ schools, such as Moorpark, and smaller
‘low socio-economic’ schools.
Having outlined the global and national influences on New Zealand’s education system,
attention is now turned to the case study school and participants. It is important to
provide a ‘thick description’ (Geertz, 1973) of the school and participants, in order to
contextualise the study’s findings and provide sufficient information for readers to
decide the extent to which the findings from this study ‘fit’ (Lincoln & Guba, 1985)
their cases.

The School and Community
Moorpark School, which was established in 1953, is a relatively large, state,
contributing school in a major New Zealand city. The school is situated in a generally
high socio-economic area, and is well supported by the school community, as was
reflected in the skilled and active membership of the school’s Board of Trustees and
Parent Teacher Association at the time of the study. The support and interest of the
community in the school is evident in the development of the school’s logo. As the
principal explained:
It's also been very exciting to develop our new school logo, based around our
mission statement of "Pathway for Life Long Learners". This was a real challenge
to design and was the culmination of so much collaboration between the Board of
Trustees, staff, children and parent community (50th Jubilee publication, 2003).
A further example was the over-turning of the City Council's decision to put a road
through part of the school grounds:
A very recent success for the school has been the over-turning of the council's
decision to put a road right through the school grounds. Once again, this occurred
only because of a group of very strong board, parent and community members
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who fought long and hard to retain the school as the hub of the community and to
continue to provide a safe environment for our children to walk to and from
school and around the neighbourhood (50th Jubilee publication, 2003).

The school has a decile rating of 10, which is the highest socio-economic rating on the
Elley-Irving scale 3 . In determining a school catchment’s socio-economic rating the
following six dimensions are considered, based on census data: equivalent household
income, parents’ occupation, household crowding, parents’ educational qualifications,
income support payments received by parents, Maori and Pacific Island Ethnicity.

Students, staff and facilities
As a result of new, in-full housing and the popularity of the school, in the five years
prior to the study the school had experienced a rapid roll growth, with student
enrolments increasing from 300 in 1994 to 566 at the time the study commenced in
2003. This rapid rise in enrolments resulted in the implementation of an enrolment
scheme to ensure that those children living in the school’s geographic community were
catered for.
As a contributing school, Moorpark had students from Year 0 (5 year olds) to Year 6
(10 year olds). On leaving the school, the majority of students attended the local state,
intermediate school, with some going to private schools in the city. At the time of the
study 48% of the pupils were girls and 52% boys. The student population at Moorpark
School was more homogeneous than many New Zealand schools, with 94% of students
being New Zealand / European, 3% Maori, and eight foreign, fee-paying students. In
terms of staffing, at the time of the study, the school had 23 full-time classroom
teachers, a special needs teacher, an art teacher, four teachers’ aides, a librarian, three
administrative staff, and a grounds-person. The average age of the teaching staff at the
school was lower than the national average. The principal and assistant principal were
non-teaching and the deputy principal and senior teachers had ‘administrative’ release
time.

3

The Elley-Irving scale is used to determine each school’s socio-economic rating for funding purposes. .
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As described on the school’s web site, at the time of the study, the school was well
resourced, with 23 classrooms, all with email and Internet access, a hall, a dental clinic
and a computerised library. The school also had a music/drama room, a Reading
Recovery area and an Individual Needs Classroom, a large outdoor playground area
with a range of playground equipment, plus a staff-room and excellent resource
facilities.

The school’s web site gives an indication of the value placed on teams, ‘family’, and the
learning of staff and students:
The staff here at Moorpark School, as our school song suggests, are certainly ‘part
of a team’! We are highly qualified, committed to on-going study and totally
dedicated to maintaining and enhancing our family environment. As a school we
actively promote values teaching and all staff are trained in the Skills for Growing
Programme which is a focus in every classroom. We have a strong commitment to
deliver a well-balanced curriculum but also offer a wide range of extra-curricular
opportunities for our children … We consciously elect to create as many
opportunities as possible to work together as a full school, thereby fostering and
promoting our all-important ‘family/team spirit’ (Moorpark School Web Site,
2003).

The importance of learning is reinforced by the school’s motto - ‘Pathway to life-long
learning’, which along with the following goals also appeared on the school’s website:
•
•
•

Provide a stimulating and warm learning environment where all individuals
are valued and experience success.
Create opportunities and provide experiences that foster intellectual, physical
and social skills, as well as cultural awareness.
Encourage individuals to become self-motivating, life-long learners.

Achievement of these goals was enabled by the high quality of leadership evident to the
Educational Review Office (ERO) team when they undertook their accountability
review of the school, in the year prior to the study. The outstanding leadership by the
principal, and the importance placed on teamwork and students’ learning, are evident in
the following extract from the review report:
The principal provides outstanding professional leadership for trustees and staff.
A strong management structure within the school encourages a team approach to
the delivery of a high quality education for students. Effective accountability
systems ensure consistency in the way the teachers plan, document and deliver the
school curriculum.
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The teachers are highly professional and skilled. They plan carefully and provide
organised, sequential teaching in a secure learning environment. Students
appreciate the positive school tone; the wide range of opportunities both in and
out of the classrooms and the willingness of teachers to support the learning needs
of individual students.
The provision made to support the learning needs of students not achieving to
expectations or needing extension is a strength of the school. The board
generously supports these special programmes that help all students to achieve to
their potential.
Moorpark School is a strongly self-managing school with a culture of self-review.
Trustees are experienced and committed. They show a clear understanding of their
roles and responsibilities. Effective planning and ongoing self-review ensure that
strategic goals are achieved. Good relationships and teamwork is a feature of all
the links among trustees, management, staff, students and parents (ERO Review,
Summary, February 2002).
As shown in the ERO report extracts above (see Appendix 13 for the full Summary
Report), the in-depth review by a team of experienced, independent educationalists
identified Moorpark School as a school with “outstanding professional leadership”.
Having established that Moorpark School was considered to have highly effective
leadership practices, the purpose of this study was to then gain an understanding of
stakeholders’ perceptions of these practices and their outcomes. In order to better
understand the school context in which effective leadership was achieved, this chapter
next briefly outlines the school’s syndicate and management structure and then provides
biographical information on each of the stakeholder-participants in this study.

Syndicate and Management Structure
At Moorpark School there were three syndicates, or ‘teams’, as they were often referred
to. The syndicate structure was based on class levels. The junior syndicate consisted of
ten year one and two classes; the middle syndicate included six year three and four
classes, and the senior syndicate consisted of seven year five and six classes. These
syndicates performed both an administrative and an educational function. Teachers in
each syndicate undertook joint curriculum planning, a limited amount of shared
curriculum delivery, and coordinated monitoring of children’s progress and
achievement. The syndicates also fulfilled a personal function for teachers through
providing mutual support and learning opportunities. Students were also aware that their
class and teacher were part of a syndicate structure.
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Each syndicate had a syndicate leader, who, along with one other teacher, was on the
school’s Senior Management Team (SMT). The two teachers on the SMT provided a
voice for the syndicate in regards to leadership, management and decision-making. The
syndicate leader had the major responsibility for the effective operation of the syndicate,
delivery of effective classroom programmes, monitoring student outcomes, and for
communication within the syndicate and with the SMT.
The SMT members were the principal, who chaired and led the team; the leader of the
senior syndicate and the deputy principal, who was also in the senior syndicate; the
assistant principal (AP), who was responsible for the junior area of the school, and
another ‘senior teacher’ from the junior syndicate; and the syndicate leader and another
teacher nominated by members of the middle school syndicate. The SMT also included
the teacher in charge of special needs. In terms of consultation and decision-making, in
addition to SMT meetings, the principal worked closely with the AP, who was released
from teaching full-time to undertake administrative and leadership tasks. The principal
also regularly discussed school-wide issues, particularly those relating to curriculum,
with the teacher in charge of special needs, who was a member of SMT because of her
personal/professional strengths rather than her formal position.

Participants in the Study
The Principal: Mary
At the time of the study, Mary, the Principal, had been a primary school teacher for 26
years. She had a supportive husband, three adult children and two grandchildren, who
were an important part of her life. She was appointed principal of Moorpark in 1994,
soon after the introduction of self-managing schools in New Zealand, and as principal
of a large school, she had no regular classroom teaching responsibilities. Prior to this
appointment, Mary had for four years been deputy principal at another large urban
primary school in a relatively high socio-economic area. Although Mary never received
any formal training as a principal, she had been actively involved in improving her
leadership knowledge and qualifications. She completed a Diploma in Educational
Management, followed by a Masters degree, and continued to be involved in several
professional bodies. She had also been acknowledged by her peers as an effective
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school leader, as was evident in the numerous educational leadership positions they had
elected her to. Mary also acknowledged that her current leadership beliefs and practices
had been influenced by principals she had worked with as a teacher and deputy
principal.
In the year of the study, Mary’s appraisal objectives, as principal, related to seven key
areas. These were:
•

professional leadership, which included leadership of students, and curriculum
leadership in ICT, numeracy and spelling and word study programmes;

•

strategic management, which involved working with the assistant principal to
compile the school’s Strategic Plan and achievement objectives to send to the
Ministry;

•

staff management, which involved reviewing and amending the staff appraisal
system, updating staff job descriptions and personal goals, and leading weekly
senior staff meetings;

•

relationship management, which included improving the effectiveness of the
middle syndicate, making a conscious effort to interact in some way with every
staff member each week, and ensuring close liaison with community groups;

•

financial and asset management, which focussed on implementing the Property
Plan, and liaising with staff, BOT, and ‘Aztec Builders’ in regards to
construction of the multi-function, school hall;

•

statutory and reporting requirements, which included self-review of curriculum,
formulating specific school-wide goals in literacy and numeracy, and
implementing changes in the revised National Administrative Guidelines
(NAGS);

•

Board responsibilities, which involved working with the BOT and staff to
review school policies.

In regards to Mary’s objective of close liaison with the community, and further
evidence of the esteem in which Mary was held by the community, the following extract
from “Management Matters”, a magazine produced by the New Zealand Institute of
Management states, “Visiting with the Principal, Mary Anstice, is inspiring and
stimulating. Walking around the school with Mary, it is immediately obvious that she is
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a much-loved principal, an awesome manager and an exciting leader” (July 2004). The
article then points out that the job of a modern school principal in a large school has
similar requirements to that of a CEO of a large business, but unlike the business based
CEO, the principal does not have a team of financial, operational, human resource and
marketing experts to help her out. The author goes on to explain that despite the
pressures:
Mary Anstice is an unstoppable, bubbly enthusiast for education, and her school
appears to be an example of how the current education system, when it is
managed well and led well, is supporting the changes needed to prepare children
for a future we can’t imagine.

Assistant Principal: Shona
Shona was the Assistant Principal and had overall responsibility for the junior area at
Moorpark School. She was released full-time from classroom teaching to carry out
administrative and leadership duties. Shona did not have a partner or children of her
own, and enjoyed gardening, tennis, golf and eating out. At the time of the study, Shona
had been a teacher for 33 years, having come to the school 18 years earlier to take up
the position of Assistant Principal (AP), a position which she had held ever since.
Shona’s highest academic qualification was a Bachelor of Teaching and Learning and
she was studying toward a Diploma in Information and Communications Technology.
Four major management responsibilities were listed on Shona’s job description as
assistant principal. These were:
•

professional leadership and direction, which included the provision of consistent
professional leadership for staff and students, the maintenance of a school
culture conducive to effective learning, self review, monitoring discipline and
behaviour, contributing to the self management of the school, and deputising for
the principal;

•

motivating staff, which included providing regular feedback through
encouragement, support and guidance for staff, and providing opportunities for
staff to be fully involved in decision making processes within the school;

•

relationship management, which included liaising with pre and post school
institutions and representing the school in the wider community, and fostering a
climate of trust and cooperation between the school and the community;
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•

administrative functions, which included assisting the principal with the school’s
reporting requirements, the management of syndicates, and the collecting and
analysing of student achievement data for their syndicate.

Shona was noted for being a capable systems person and effective leader of the junior
area of the school. At the time of the study Shona was also responsible for school-wide
curriculum development, particularly in the area of literacy and numeracy. Although she
had been in her current position for 18 years she was still very positive about the school
and enthusiastic about children’s learning. At times Shona felt torn between her schoolwide responsibilities and her passionate commitment to teaching and learning in the
junior school.

Teacher: Dave
Dave was a fifth year, full-time classroom teacher at Moorpark School and was also
responsible for the school’s sports programme. He had a partner, and family of three
girls, two of whom were primary school age. He was a keen hockey, rugby, and touch
rugby player and a representative yachtsman. Prior to training as a teacher, Dave spent
one year working for a Government Department, then returned to secondary school to
gain University Bursary, worked for six years as a builder and spent time in England
and other parts of Europe. Dave was appointed to Moorpark School as a first year
teacher in 1999; thus, at the time of the study this had been Dave’s only teaching
position. Dave’s highest academic qualification was a Bachelor of Education, majoring
in Education and History. He wasn’t undertaking further formal study at the time of this
project.
Dave’s job description included six major categories. These were:
•

teaching strategies, which focused on meeting the learning needs of all children;

•

curriculum delivery, which focused on delivering a balanced curriculum for all
children and effectively assessing this learning;

•

motivation of students, through respect for all students and providing them with
encouragement, praise and a stimulating working environment;

•

classroom management, which focused on providing a safe learning
environment for children and where possible involving them in decision making;
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•

contribution to teaching team activities, which involved working cooperatively
and supportively with other staff, taking leadership responsibility in sport, and
sharing information and ideas with others;

•

contributions outside the classroom, which involved keeping up to date
professionally, being involved in the life of the school, and building positive
relationships with parents and caregivers.

All participants noted Dave’s extremely positive impact on the school’s sports
programme, particularly the development and implementation of the school’s Sports
Academy. Dave was proud of this contribution, but also outspoken about the toll such
extra-curricula activities take on himself and other staff. Dave saw himself as someone
who was willing to speak-up on behalf of other teachers, but wished that they would at
times speak-up more for themselves.

General Staff Member: Pam
Pam was an administrative assistant at Moorpark School, a position that she had held
for four years. She was married and had two adult children. Prior to working at the
school Pam was a bank officer, accounts clerk and travel/tour operator. As an
administrative assistant, Pam worked with all staff and many of the children. Pam’s job
description showed her duties to include processing new resources, printing and
distributing school notices and newsletters, providing and gathering information relating
to new entrant children, photocopying and producing resources for staff, and ordering
the school’s stationery supplies. A particular area of responsibility for Pam was taking
care of sick and injured children, which included, dispensing medication, updating
children’s medical records, and ordering the school’s medical supplies. For Pam, the
thing that stood out about Moorpark School was the positive working and learning
environment, in particular, the friendliness and warmth of the staff and students.

Board of Trustees: Jane, Chairperson and Other Member
Jane ran her own event management, consulting business and had had three children go
through Moorpark School. She had been Chairperson of the School’s Board of Trustees
for five years, for which she, like other members, received a small payment for the
many hours spent on school business. As a group, the BOT consisted of seven
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members: Jane, the chair; Steve, the treasurer, who was an accountant; Jeni, the
secretary, who worked in publishing; also Mike, a computer software developer; Jon, an
architect; Susan, the staff representative; and Mary, the principal. As in many higher
socio economic areas, Moorpark School benefited from the expertise of a talented group
of parents who placed high value in education, particularly that of their children, and
had high expectations of the school.
Jane considered Mary to be an extremely effective principal, and was herself proud of
the school and work of the BOT, but questioned some of the practices in New Zealand
schools, which she saw as dated and at times overly protective of staff, when compared
with the business sector.

Student: Philip
At the time of the study Philip was ten and in his final year as a student at Moorpark
School. Philip was born to U.K. parents who were at that time living and working in
Hong Kong. As a result, Philip attended pre-school and began primary school in Hong
Kong. When he was six Philip moved with his family to New Zealand, where he
attended Moorpark School. He had a younger sister who also attended the school.
Philip’s mother worked part-time, and saw herself as ‘a mother first and worker
second’, and his father worked in a security firm.
Philip’s sporting interests were soccer and cricket. He was also a very keen reader of
history books, particularly those relating to World War I and II. Philip was articulate,
academically quite able and positive about attending Moorpark School. He was
considered by the principal and his teacher to be a pupil who was a creative thinker, and
someone who would not be overwhelmed by the concept mapping and interview tasks.
My initial concern that a 10 year old may not have sufficient understanding of the
concept of leadership were allayed when Philip produced a concept map depicting many
key concepts relating to leadership and was able to articulate his reasons for including
these concepts on his map.
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Conclusion
This chapter began by emphasising that context is an integral part of leadership. It
showed that leaders are not independent actors, but shape, and are shaped by, the
context in which they operate. The chapter explained that at the national level the
centralised education system that existed in New Zealand for almost a century was
dramatically changed with the implementation of self-managing schools in New
Zealand in the 1990s. This has produced an environment in which school leaders must
manage the tensions that result from needing to simultaneously be an effective and
efficient ‘business’ manager, and a strong educational leader.
It has been shown, that while in general there is an increasingly multi-cultural student
population in New Zealand schools, the case study school had a largely homogeneous
New Zealand/European student population, from a relatively high socio-economic
community. The chapter outlined how Moorpark School had, consistent with many
other ‘high socio-economic’ schools, undergone rapid growth and was highly regarded
by the community. It also established that Moorpark School was considered to have
highly effective leadership practices, by experienced educators in the Educational
Review Office, and by members of the parent and wider business communities. Finally,
while attempting to ensure the anonymity of participants, a biographical description was
provided for each participant in the study. The rich descriptions of the national
educational environment, the local community, the school, and the study’s participants
are important for enabling readers to determine the generalisability of the findings of
this study to their particular cases. Next, in Chapters 5, 6 and 7, the findings of the
study, presented as three theoretical propositions, are examined.

84

CHAPTER 5
ESTABLISHING CORE VALUES

Introduction
It will be recalled that the major research question that provided the focus for this study
was:
How do stakeholders in a New Zealand primary school perceive effective primary
school leadership? The questions guiding the research were:
•

What are the participants’ meanings of an effective primary school leader and,
in particular, effective primary school leadership?

•

What conditions, actions and interactions influenced the formation of these
meanings?

•

What effects have these ongoing actions, interactions and conditions had on
leadership at the school and on the participants’ evolving conceptualisations of
leadership?

It will also be recalled, that as described in Chapter 3, three theoretical propositions
were developed in relation to the central research question. The first theoretical
proposition is captured in the following statement:
Effective leadership was perceived by stakeholders at Moorpark School to be driven by
three core values:
1. concern for others, which was manifested through a focus on people as
individuals, and more specifically, through people respecting and valuing
others, making themselves available to others, and providing care and support
for others;
2. a commitment to learning for students, based on a balanced curriculum with a
focus on literacy and numeracy, and for staff, including the principal;
3. an expectation of high performance, a desire for excellence, and a commitment
to on-going improvement.
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A description and example of each of the core values and related strategies, as presented
in this chapter, is outlined below, in Table 5.1.
Table 5.1: Strategies, descriptions and examples of Establishing Core Values
Description

Example

A focus on people as
individuals

People, as individuals, are central
to effective leadership

“… leadership for me … is the
leadership of people, because if you
don't have a happy staff - a staff who
feel they are valued and feel they've got
a say and feel that they're actually part
of a team, then you don't have a soul.
(P2, 137-141).

Respecting and valuing
others, and being part of
a team

Showing respect for others,
building their self-esteem, valuing
their ideas, acknowledging their
efforts and achievements, and
making them feel they belong to a
‘team’

“She's so encouraging, and she is
appreciative of what you do, and she
gives a lot of praise” (T2, 324-325).

Open-door

Making yourself available to
others; welcoming them, and
listening to their issues

“Nothing’s ever a trouble and she
always takes the time to listen if
anyone's got any concerns, her door's
always open” (A2, 44-45).

Providing care and
support

Being sensitive to personal and
professional needs of others and
providing appropriate support

“You can't possibly be working on full
today; go home. I realise what you're
going through - get out of here; take
some time out” (P2, 216-219).

Provide opportunities that enable
students’ learning and
development, including a
balanced curriculum, and a focus
on literacy and numeracy

“She always tries to influence learning”
(S2, 68)

Provide learning and professional
development opportunities for
staff, including the principal

“Individual professional development –
every endeavour is made for those
requests to be met” (AP2, 478).

A willingness to ‘go the extra
mile’,
a desire for excellence and
a commitment to ongoing
improvement

“We want the best” (P1, 7).

Core values
and related strategies
Concern for others

I think everyone in the school commits
to that team responsibility and it just
makes life a lot easier for everyone
concerned (A2, 14-15).

Commitment to
learning
•

•

of students

of staff, including
the principal

Expectation of high
performance
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“Oh, the children and their learning is
really important” (B2, 700-704).

“We demand excellence” (AP2, 550).
“I think it’s acknowledging that we
will always have room to get better and
improve things” (B2, 868-869).

Chapter Overview
This chapter began by recalling the study’s major research question and guiding
questions, and then, the study’s first theoretical proposition, which is the focus of this
chapter, was articulated. Next, this chapter introduces the concept of concern for others,
then each of the related strategies is explored in terms of its meanings for participants,
the conditions under which it operated, the means by which it was practised at the
school, its relationship to other leadership strategies and its relevance to contemporary
leadership theory. The chapter concludes by discussing the central importance of core
values for effective school leadership.

Concern for Others
According to the first theoretical proposition, stakeholders in this study perceived
effective school leadership as engendering concern for others. Concern for others is
part of what is often referred to as the ‘human’ aspect of leadership (Bolman & Deal,
1991; Sergiovanni, 1992; Telford, 1996). It is closely related to ‘individualised
consideration’ (Bass & Avolio, 1994) or ‘offering individualised support’ (Leithwood et
al, 1996) and includes what Hargreaves and Fullan (1998) and Cammock (2003) refer to
as ‘going deeper’. Concern for others also reflects many of the qualities of an ethic of
care (Noddings, 1984; Nias, 1989; Preston, 1996). Concern for others, as expressed in
this study, is consistent with Noddings’ (1984) conception of care as having three
elements: motivational engrossment and displacement in another, feeling with the other,
and actual care taking. Schools in which care is evident are often referred to as a
“community” or “family”, which was the case at Moorpark School, where there was
also frequent reference to ‘teams’ (Cardno, 2002). In this study, central to concern for
others, and to achieving effective leadership in general, was a focus on people as
individuals.

A Focus on People as Individuals
From the outset of this study it was obvious that people were the focus of activities at
Moorpark School. As the first field notes indicated, ‘Moorpark’ was a school where
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people came first. It was a school where pupils, teachers, parents and other visitors felt
welcome:
When you arrive at Moorpark School the first thing to take your eye is the large
sign welcoming you to the school. The sign offers an initial insight into what is
valued at the school. Beaming down at you are the faces of six students, in fullcolour. At the bottom of the sign is the school motto “Pathway for Lifelong
Learners” and above it, the logo showing a child and an adult walking hand-inhand down this path. …
The principal’s door is open. The welcome from the principal makes you feel as
though you have just been welcomed into her home, rather than into a very busy
institution.
[Memo following first visit to Moorpark School, February 2003].

As the general staff member succinctly explained in her interview, “… it is definitely
the people in this school, the staff and the children, that make it a very special place”
(G2, 490-491). Mary, the principal, referred to acknowledging staff and treating them as
individuals, as, having ‘soul’:
… ‘has a soul’ to me is really important as a leader, because … you’ve got a staff
there who are working their butts off and for many of them there’re major traumas
going on in their lives, … you’ve got to look at people and say, ‘but hang on,
these people are human, there’re other things going on’. You’ve always got to be
mindful of the fact that they have another life (P1, 3-11).
For the principal, soul (Cammock, 2003) was about acknowledging that, while you want
the best for the school and students, your staff are not just employees, but people who
have a life outside the school. As she indicated, this is particularly important in our fastpaced world, where staff are working extremely hard at school and at times likely to be
faced with traumas at home. Leadership, for the principal, was the leadership of people:
… leadership for me … is the leadership of people, because if you don't have a
happy staff and you know, a staff who feel they are valued and feel they've got a
say and feel that you know, they're actually part of a team, then you don't have a
soul (P2, 137-141).
For Mary, an essential part of effective leadership was not just valuing others but letting
them know they are valued (Bishop & Mulford, 1999) and making them feel that they
belonged to a team.
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Valuing Others and Being Part of a Team
A second, more specific aspect of concern for others at Moorpark School was valuing
others, no matter what their position in the school. For participants, part of being valued
involved knowing where you fit in the institution, and that you are not on your own, but
part of a team. As the general staff member explained:
Everyone is always there for everyone else and I think that’s incredibly important.
I think everyone in the school commits to that team responsibility and it just
makes life a lot easier for everyone concerned. We all know where we are and
where we fit in and we all feel valued as individuals and as team members (G2,
13-16).

Another important part of valuing others, and showing concern for them as people, was
helping enhance their self-esteem. This included providing encouragement and active
support for the work they were doing and openly acknowledging their efforts and
successes. This was something that many staff at Moorpark School did well,
particularly the principal. As the teacher confirmed:
She's so encouraging and, and she is appreciative of what you do and she gives a
lot of praise… and in this job a little bit of praise goes a long way … if you get a
bit of praise from Mary at the end of the week it can make your weekend. It really
can. And she does it often (T2, 324-334).

As well as enhancing the self-esteem of staff, acknowledgement of a job well done, also
provided motivation and encouragement for staff to continue to ‘do that bit extra’,
which was often required to meet their own and others expectation of high performance.
This overt valuing and concern for others as individuals, requires leaders to make time
for others and to be accessible.

Open-door Policy
As will be argued in the next chapter, leadership involves ‘walking the walk, not just
talking the talk’, thus at Moorpark School concern for others, or having a ‘soul’, as the
principal called it, involved making time to listen to, care for, and support others. In the
case of the principal, it involved making herself readily available to staff, students and
parents, which several participants referred to as having an ‘open door’. This open door
policy was mentioned by all participants. As the general staff member observed:
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… nothing’s ever a trouble and she always takes the time to listen if anyone's got
any concerns, you know, her door's always open. You never feel as if you're
actually going at the wrong time. She always makes a point of fitting her day
around everyone else's sort of worries, which is great (A2, 44–47).
As the general staff member explained, an important part of being available and willing
to listen is making others feel welcome. This was a strength of the principal, who, as the
following quote shows, made the teacher feel as though she had all the time in the world
for him:
If you walk in here, she stops what she's doing. She brings a chair round and she
sits and she talks to you. Its like she's got all the time in the world for you, and I
know its not just me, I see her do it to every single staff member… and I think,
'how the heck does she get her work done'? … and it’s like all of a sudden you're
the most important person in this school, and you know it, you feel it, and it feels
good (T2, 435-445).

The positive effect of the principal’s open-door policy, and genuine interest in, and
concern for, others, is readily apparent in the teacher’s quote. While this obviously
made the staff “feel good”, it also had negative consequences for the principal, as she
frequently stopped what she was doing or altered her schedule to make time for others.
As the AP (Shona) explained, “… her strength, and probably her downfall also, is being
available and having empathy with her staff and being there to listen to them and trying
to meet their needs …” (AP2, 314-316). As Shona went on to explain, because the
principal was “at others beck and call” throughout the day, she needed to complete her
work at night, or at other times, outside what would be considered normal working
hours.
While the principal was genuinely concerned for her staff, she also expressed a more
pragmatic side to being available to others when they needed her. She explained her
open-door policy from, both a human perspective, concern for staff, and a management
perspective, it saves time and trouble in the long run, thus reinforcing Bolman & Deal’s
(1991) assertion that leadership activities can be viewed from a variety of perspectives:
I believe that ten minutes with a parent who is very stressed, or upset, or a child or
a staff member, ten minutes at the time, on the spot, can save two or three hours
further down the track with 30 other parents involved or ten other teachers (P1,
167-172).
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The predominant reason for the principal’s actions though, was her concern for people
and the importance of having ‘soul’:
Because you’ve got a soul, you come back to your open door policy and say, ‘yes
I was going to do that now, but my strategic plan and targets will have to wait
because I’ve actually got a teacher aide here who has got breast cancer and has
just found out last night’. So the two hours that I had arranged to spend on such
and such, suddenly becomes damned unimportant (P1, 310-115).

Mary’s willingness to make time for others raised what was for her a conflict between
the theory that says leaders should make time for their own development and wellbeing, and her own practice of ensuring that she was available when pupils, staff or
parents needed to see her. As she explained:
Parents, when they need to see you they need to see you now and all the crap that
I read in my leadership training that said, have your closed door times, and if
someone comes along, you say, “No I will make an appointment with you later in
the week." Personally, I find that rubbish because you need to be available (P2,
145-149).
Mary felt it was part of her job to be there when people needed her, and as Shona
pointed out, Mary was not just there to listen, she then “puts her money where her
mouth is” (AP2, 321). That is, having listened and shown empathy she then did
something practical to support that person.

Providing Care and Support
As shown above, concern for others involved people not only being sensitive to eachothers’ needs, but also being willing to provide support when this was needed. As the
principal explained, “… it’s that sort of soul that says, … go home, I realise what you're
going through. Get out of here; take some time out” (P2, 216-219). The principal’s
availability, concern for, and support of, her staff and students was part of an ‘ethic of
care’ (Noddings, 1984) that pervaded Moorpark School.
Although until this point the chapter has focussed mainly on the actions of the principal,
concern for others was a value that was described and practised by all participants. At
Moorpark School there was a feeling that all staff really cared about, and for, each
other. As the general staff member explained, “… it’s hard to say without getting sort of
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gushy, but I mean they are caring people. They care about the children; they care about
the adults in the school. Everyone, including the caretakers …” (A2, 462-465). While
confirming the ethic of care that pervaded the school, the general staff member’s
statement also, once again, supported the view that at Moorpark School everybody was
respected and valued no matter what their position within the school. Valuing others,
making yourself available, and taking appropriate action to support others, were an
integral part of the culture at Moorpark School.

In conclusion
As has been shown, concern for others was a core value that pervaded Moorpark
School, strongly influencing leadership perceptions and practices. As is also becoming
increasingly clear, values are of particular significance for school leadership because of
the normative or moral nature of schooling (Sergiovanni 1992; Greenfield, 1995;
Leithwood & Duke, 1999). Sergiovanni (1992) for example, argues that school leaders
should emphasise ‘doing the right thing’, rather than merely ‘doing things right’. ‘Doing
the right thing’ at Moorpark School, involved not only concern for others, but also a
commitment to learning.

A Commitment to Learning
A commitment to the learning and development of students and staff has been shown to
be an essential element of effective school leadership (Barth, 1990; Duignan &
McPherson, 1993; Elmore, 2000; Hopkins, 2003), and as argued in Chapter 2, in a
school context, it is difficult to separate the moral aspects of educational leadership
from the instructional. Following a focus on the structural elements of leadership during
the 1990’s, as principals and other school leaders grappled with the ever-increasing
managerial requirements of self-managing schools (Southworth, 1995; Wylie, 1997),
there has recently been a renewed focus on the core purpose of schools - teaching and
children’s learning (Fancy, 2004). As Stoll et al. (2003) stated in the title of their recent
book on school leadership, “It’s About Learning: and It’s About Time”. Such a focus,
on learning, was evident in Moorpark School’s motto: ‘Pathway for Lifelong Learners’,
which all participants referred to in their interviews.
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In contrast to the learner-focussed motto, however, there were few concepts relating to
learning on the participants’ concept maps. As stated in a memo following completion
of the concept maps:
A dilemma for me, which started with the analysis of the principal’s concept map,
is that participants in the study implicitly see children’s learning and development
needs as paramount … but there have so far been few explicit references to
children’s learning …” (Memo, 2 April, 2003).
The fact that there was a total of only four concepts on the participants’ maps directly
relating to learning may have been because the participants took it as a given that the
focus of schools is learning, particularly that of students. Or perhaps the lack of
reference to learning on the concept maps was because participants were using their
maps to show those things that differentiate leaders from other stakeholders in the
school. Increasingly though, the data suggested that the participants, like many
researchers, see the effects of leadership on children’s learning as being indirect
(Hallinger & Heck, 1998; Hattie, 2003). While, as will be shown in the next section,
children’s learning was recognised as the ultimate goal of all school activities,
participants did not initially articulate a direct relationship between children’s learning
and being an effective leader in a primary school.

Commitment to Children’s Learning
Despite the lack of reference to learning on the concept maps, each of the interviews
reinforced the view that staff at Moorpark School were committed to enhancing the
academic learning and personal development of each child. This commitment to
learning was supported by the following summary statement in the school’s ERO
report:
The teachers are highly professional and skilled. They plan carefully and provide
organised, sequential teaching in a secure learning environment. Students
appreciate the positive school tone; the wide range of opportunities both in and
out of the classrooms and the willingness of teachers to support the learning needs
of individual students (ERO Report, 2002).

During his interview, the pupil showed that he definitely saw learning as the primary
reason for students being at school. “Well you're always here to learn, … to learn in
school times and then to have fun” (S2, 275-277). When asked how he thought the
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principal and teachers lead the school, the pupil responded, “Well they try to teach us
what we need to learn” (S2, 45), and in relation to the principal he stated, “She always
tries to influence learning”(S2, 67-68). The importance of learning was also emphasised
by the BOT chairperson, whose immediate response when asked during the interview,
what was highly valued at the school, was; “Oh, the children and their learning is really
important” (B2, 700-704).
The focus on learning and its relationship to providing care and support for children was
summed up by the teacher, “Despite everything else going on, the children are the most
important thing, like it should be, but that’s an obvious thing. The teachers actually care
for the children” (T2, 555-557). The teacher’s statement, “that’s an obvious thing”, also
supports the idea that the lack of reference to children’s learning on the concept maps,
may, at least in part, have been a result of it being considered a ‘given’. The focus on
children’s learning was also communicated to the parents and other stakeholders
through the school newsletter. In reference to the newsletter the general staff member
noted that; “It’s always a way of letting the parents know how the children are doing.
We publish little poems and their sports results and things like that and it is always
pretty cool to see their children’s names actually there in print which they enjoy” (A2,
243-246).
For the general staff member the positive learning environment was a strength of
Moorpark School. For her the focus was not just on children’s academic achievement,
but ‘nurturing’ the whole child, thus reinforcing the link between commitment to
learning and a focus on people as individuals. As she stated:
I think if you have teachers who are enthusiastic, and have got very good
nurturing skills; it does boost children's ability to learn. Ah, you can walk into the
classrooms around this school and you'll find teachers who are willing to sit down
on a one to one basis with the children and help them when they get into difficulty
… (A2, 383-387).
The commitment to meeting the learning needs of each child was confirmed in the
school’s ERO report:
The provision made to support the learning needs of students not achieving to
expectations or needing extension is a strength of the school. The board
generously supports these special programmes that help all students to achieve to
their potential (ERO Report, 2002).
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As became increasingly apparent from the interview data, and consistent with the
school’s focus on people as individuals, the school was committed to meeting the
learning needs of each child, and this included providing a broad, balanced curriculum
with a focus on literacy and numeracy.

Providing a balanced curriculum with a focus on literacy and numeracy
At Moorpark School a deliberate decision was made to focus on enhancing children’s
learning in all curriculum areas, rather than having one major area of curriculum
strength. This was explained in some detail by the BOT member and the principal, “At
Moorpark School we want our kids to have the best education they can possibly have
and that encompasses all of the curriculum areas” (P2, 909-917). This statement not
only supports the decision to focus on curriculum breadth, rather than specialise in just
one curriculum area, but also reinforces the school’s expectation of high performance,
through providing students with ‘the best education they can possibly have’.
Although there had been a decision to aim for all round excellence, there was also,
consistent with the Ministry of Education’s focus nationally, a renewed emphasis on
literacy and numeracy at Moorpark School. The BOT chairperson felt schools and the
Ministry had in recent years, lost their way when it came to curriculum delivery, and
now needed to refocus on the ‘basics’, “I think we lost our way for a while with
curriculum delivery … I still think that we could focus on the basics of, literacy and
numeracy, and those other things should come along as a second tier” (B2, 753-759).
The importance of numeracy and literacy at Moorpark School, as in many New Zealand
primary schools (Mitchell et al., 2002), was confirmed by the principal, who stated,
“The core, numeracy and literacy, are really, really important, and that is what we have
set as our goal” (P2, 948-950). The student participant expressed a similar view;
“Because you go into school to learn … you’re mostly going there to learn about maths
and writing …” (S1, 159-161). The parents at Moorpark School also obviously thought
that the ‘basics’ were important, as the year prior to the study the PTA donated $7,000
for the establishment of a new spelling programme.
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Effective leadership and school improvement, however, require more than a
commitment to children’s learning, they require a commitment to teachers learning
(Barth, 1990; Hargreaves, 1994; Fullan, 2001; Stoll et al., 2003). As Fullan (1993)
states, “… you cannot have students as continuous learners and effective collaborators,
without teachers having the same characteristics ...” (p. 46).

Commitment to Teachers’ Learning
At Moorpark School, consistent with the values of concern for the individual and
commitment to learning, Mary provided support and encouragement for the ongoing
personal growth and professional development of her staff, and led by example, by
making every effort to attend all staff professional development sessions herself.
Teachers’ learning, however, benefits not only the individual teacher, but also enhances
ongoing school change and improvement, and ultimately students’ learning and
development (Deal & Peterson, 1999; Leithwood et al, 1999; Silins & Mulford, 2000;
Stoll et al, 2003). As Fullan & Mascall (2000) argue, “there is a symbiotic relationship
between professional development and school improvement” (p. 35).
In relation to leadership, in this study, the provision of learning and development
opportunities for teachers was mentioned less frequently than the provision of learning
and development opportunities for children. In fact, this was one of the few areas where
prompts or probes were needed in the interviews. When prompted, the overriding
response from participants was that professional development was largely for the whole
school, and was driven by Ministry initiatives and requirements, thus leaving limited
resources to meet the needs of individual staff. This was consistent with statements by
the principal and other staff, which referred to the pressure to undertake professional
development in many areas, often at the same time. As the teacher explained:
I felt I was being overloaded, so yeah, I won't be doing any extra professional
development this year for myself, personally, because my focus is the school doing the maths, doing the spelling, doing the portfolios, doing the cumulative
files, doing all those things (T2, 487-490).
According to the teacher, and echoed by the principal, the pressure of heavy workloads
and ‘lack of time’ impacted negatively on professional development, as staff were too
tired to take it in, “What's the point of … getting a particular person to speak about
something, when you know how busy we all are. Ninety per cent of the teachers in there
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[staff meeting] aren't switched on” (T2, 294-297). Thus, although teacher learning,
through professional development, is essential for achieving individual and school
goals, and was part of a focus on people as individuals, at Moorpark School, it was also
a source of stress for teachers. The pressure caused by formal and informal professional
development and on-going consultation, is an issue that will be further addressed in
Chapters 6 & 7.
As the quotations above show, in general, teacher professional development was driven
by the school’s goals, which were in turn, frequently driven by Ministry initiatives. The
importance of literacy, both nationally and within the school, was reflected in the fact
that prior to the study five staff members had travelled to a reading conference at the
school’s expense. Similarly, national and local ICT developments had resulted in a
number of staff attending ICT conferences or training, and one staff member attending a
web design course.
While the major focus for staff development was on whole school professional
development, there were systems in place to cater for teachers’ individual development
needs. Such needs were monitored through the school’s appraisal system and money
was put aside in the budget to meet the professional development needs of staff, which
were outside the school’s focus for that year. In ensuring that the learning and
development needs of staff were being met, the principal also had to ensure her own
learning needs were not overlooked.

Principal’s learning
A dilemma for Mary, as for many busy principals (Wylie, 1997; Day et al, 2000;
Southworth, 2002; Stewart, 2000) was that of trying to keep up to date with curriculum
changes while managing and leading a large, self-managing school. As Mary stated:
I think it’s very important for me to keep up. I make sure that I attend every
curriculum development meeting that everybody else does … but because I'm not
using it in a classroom I don't have nearly the depth of knowledge or anything that
they do, but at least I'm aware (P2, 501-508).
Although Mary admitted she no longer had the same depth of curriculum knowledge as
her teaching staff, she ensured that she was aware of the major curriculum issues and
developments by taking part in all the school’s curriculum workshops with her staff.
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As a teacher, Mary had kept up to date and improved her academic qualifications
through Advanced Studies for Teachers (AST) papers. As a principal she had continued
her formal learning by completing a Diploma in Educational Management and then a
Masters degree in educational leadership and management. At the time of the study,
however, she wanted some ‘home life’ and alternative means of keeping up to date. This
didn’t mean Mary’s professional development had come to an end, but that instead, she
took advantage of opportunities to contribute to, and learn from, her involvement in a
variety of professional groups. These included being on the Council of a local tertiary
institution, a member of both the local and national Principals’ Executives and a
member of a Ministry Advisory Committee. She was also seconded to ERO, to assist
with school reviews, for six months, took an active part in principals’ conferences, and
had recently undertaken courses in accounting for non-accountants and public speaking.
In summary, it has been shown in this section, that despite a lack of reference to
learning in the participants’ concept maps, a commitment to learning, particularly
children’s learning, was a core value, and the ultimate purpose of Moorpark School, and
as such, drove decision making and leadership at the school. Furthermore, the
principal’s and teachers’ learning were seen as crucial, not only for their own
development, but also for school improvement and the ongoing enhancement of
students’ learning. Consistent with Campbell-Evans (1993) and Stewart (2005), the
principal at Moorpark School saw it as a “major responsibility, to make learning the
dominant characteristic of the institution” and to “foster that climate of active reflection
and learning throughout the whole school community” (Stewart, 2005). If New Zealand
schools are to develop as learning communities, this is, as Mitchell et al. (2002)
conclude, likely to require government support:
In the overall conclusion we point to the need for schools to create
conditions to support reflective practice, and for a strong role to be played
by government in offering the kinds of resources, support, and professional
development that enable schools to be effective learning organisations,
continually improving.

Effective school leadership, focussed on effective teaching and learning, and reflective
practice, however, requires more than concern for others and a commitment to learning,
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it also requires an expectation of high performance by staff and children (Hopkins,
2001; Leithwood et al., 1999; Mitchell et al., 2002; Stoll & Fink, 1996).

An Expectation of High Performance
An expectation of high performance was the third core value to emerge from the data of
this study. Such an expectation has been shown to be an important aspect of effective
transformational leadership in general (Leithwood et al., 1996; Silins & Mulford, 2002),
and school improvement in particular (Harris, 2002; Hay Group, 2000; Hopkins, 2001;
Mitchell et al., 2002; Stoll & Fink, 1996). As has become apparent from the findings
already discussed in this chapter, there were high expectations of both staff and students
at Moorpark School. Such expectations involved three closely related properties: staff
being willing to ‘go the extra mile’ to support students and colleagues personally and
professionally; a commitment to ongoing improvement; and striving for excellence. As
stated by various participants: “You’ve got a staff here who are working their butts off”
(P1, 3); “We want the best” (P1, 7); “We demand excellence” (AP2, 550). Furthermore,
as the BOT member pointed out, an expectation of high performance is not just doing
your best; it is accepting that you can always do better, “I think it’s acknowledging that
we will always have room to get better and improve things” (B2, 868-869). The BOT
Chairperson saw encouraging ongoing improvement as part of the BOT’s role, “I think
that’s where we've played a huge role, and where we're very effective at what we do.
We are prepared to keep lifting the ceiling, to keep pushing it out. We have never
accepted that we're here; we've arrived” (B2, 980-983).

When discussing the need for excellence and ongoing improvement, the BOT member
also pointed out, what to her was a tension between the school’s team structure and its
core values, and between the values themselves. Although she endorsed the school’s
team approach, she pointed out that this could result in teachers not striving for
individual excellence, but instead sitting back and relying on others within their team.
She argued, that the team approach may reduce the desire, and the reward, for
individuals to strive to do better than their colleagues:
There's actually nothing wrong with individual excellence and somebody
individually wanting to go to a certain point and … when you've got such a strong
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team focus, that gets forsaken and I think that can be sad for some individual
teachers (B2, 54-58).
Thus the relationships and possible tensions between the school’s leadership strategies
are evident, in that the ‘team approach’, which was an important aspect of the school’s
core values and administrative structure, can work against striving for excellence.
Yet again, showing the relationship of an expectation of high performance to other
leadership strategies, while constructing her concept map, the AP explained the
important part modelling plays in setting high expectations. She explained that leaders
do not necessarily need to ‘push’ their staff to achieve excellence, but can instead,
through their actions, “pull the staff by modelling hard work and high standards
themselves” (AP2, 137). Similarly, the BOT chairperson explained that although she
saw a place for teachers being more competitive, an expectation of high performance
was also related to teachers’ passion and enthusiasm, which she saw as an essential
element in enabling children’s learning.
This focus on learning, together with an expectation of high performance, was further
reinforced by the BOT member, who, as discussed earlier in relation to curriculum
breadth, explained that the school leaders had deliberately engaged in a process of
asking; “Do we pick an area that we really focus on as being something that we are
really fantastic at or do we try to achieve excellence in everything? We decided that
we'd aim to achieve excellence in everything” (B2, 732-736). The BOT member’s
statement reflected a desire to achieve excellence that was evident in the wider school
community. As the AP explained, in their desire to have the learning needs of their
children met, parents set high standards for their children and for the teachers, “That’s
what they want from us. They want strong curriculum delivery, strong learning, strong
meeting of individual needs. For many of them, they want their children to be number
one at everything they do” (AP2, 622-624). Such an expectation though, can also have
negative consequences, as evident in the associate principal’s belief that many of the
parents, in this largely high socio-economic area, pushed their children really hard and
didn’t give them the opportunity to ‘be a child’. This obviously conflicted with the AP’s
strongly held values and suggested a need to moderate the school’s expectation of high
performance. As she explained, “My heart, my passion, is in children having fun and
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learning through the joy of experiences without the pressure that we (teachers and
parents) are placing on them” (AP2, 641-643).
In summary, as found in other New Zealand schools recognised for sustained
improvement (Mitchell et al., 2002), an expectation of high performance, excellence
and ongoing improvement was a value jointly held by the stakeholders within Moorpark
School and those in the wider school community. This core value did not however
operate in isolation, but was closely related to, and was at times in tension with, a
commitment to learning, and concern for others. An expectation of high performance
was an important leadership strategy for helping ensure the school’s effectiveness, and
achieving its purpose of enhancing children’s learning and development.

Conclusion: Leadership as Values Driven
This chapter has examined the first theoretical proposition of the study, namely, that
effective leadership was perceived by stakeholders at Moorpark School to be driven by
three core values:
•

concern for others, which was manifested through a focus on people as
individuals, and more specifically, through people respecting and valuing
others, making themselves available to others, and providing care and support
for others;

•

a commitment to learning for students, based on a balanced curriculum with a
focus on literacy and numeracy, and for staff, including the principal;

•

an expectation of high performance, a desire for excellence, and a commitment
to on-going improvement.

The findings, based on the data, as explicated in this chapter, show that for participants in
this study, establishing strongly held, core values was central to effective leadership.
These core values influenced, and were influenced by, stakeholders’ meanings of
leadership, and the ways in which they undertook their roles and interacted with oneanother. Consistent with the first theoretical proposition, it has been shown in this chapter
that a strongly held value, and the goal of Moorpark School, as expressed in its motto,
was a commitment to life-long learning, in particular, the learning and development of
students. Furthermore, it has been shown that this is most effectively achieved in

101

conjunction with an expectation of high performance. The over-riding value, however,
which directly or indirectly influenced all of the decisions, actions, interactions, and
processes at Moorpark School, was concern for others. The interrelated nature of the
three core values can be seen in the fact that at Moorpark School an expectation of high
performance was not pursued at any cost, but involved an understanding of leadership
based on concern for others and a commitment to learning.
In Mary’s case, concern for others, and a commitment to learning, guided her decisions
and actions as a leader. Unlike Grace (1995) and Marginson (1993), who felt that
externally imposed accountability measures were driving the work of principals, at
Moorpark School, as with the principals in Day et al. (2000) study, the school leaders
“focussed upon care and achievement simultaneously” (p. 164). The externally imposed
accountability measures were used to sharpen the focus on achievement, but were not
allowed to over-ride the strongly held values of the principal and other staff. Again, at
Moorpark School, as in Day et al’s (2000) study, the vision and practices “were organised
around a number of core personal values concerning the modelling and promotion of
respect (for individuals), fairness and equality, caring for the well-being and whole
development of students and staff, integrity and honesty” (p. 39). As Day et al. (2000)
went on to state:
Set in the context of unprecedented change, it is interesting that head teachers
facing such dilemmas operate from a human rather than an organisational
perspective. In the post modern world of schooling it would appear that effective
head teachers have recognised the limitations of the purely managerial approach to
leadership (p. 74).
In summary, at Moorpark School, not only the principal, but all staff, operated from a
human perspective, based on concern for others, a value which pervaded the school, and
which was communicated to the children. This human focus was not however a ‘soft
option’ as it was implemented in conjunction with a strong expectation of high
performance, which had as its ultimate goal, children’s learning and development.
Having examined the first theoretical proposition in this chapter, the following chapter
examines the second theoretical proposition of the study, which investigates how the
school’s core values and beliefs influenced the provision of direction at Moorpark
School.
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CHAPTER 6
PROVISION OF DIRECTION

Introduction
In the exposition of the first theoretical proposition in Chapter 5 it was argued that
effective leadership was perceived by stakeholders to be driven by three core values:
concern for others, a commitment to learning, and an expectation of high performance.
The second theoretical proposition that was developed in relation to the research
question describes the strategies involved in, and the importance of, the provision of
direction for effective leadership. This proposition is captured in the following
statement:
Effective leadership was perceived by stakeholders at the school to provide direction,
which was manifested through the following strategies:
•

articulating a strong vision and developing associated goals;

•

using symbols and ceremonies to give meaning to, and reinforce, the vision;

•

modelling and communicating valued practices and beliefs;

•

demonstrating a variety of attributes expected of a leader, including: seeing the
big picture, self-confidence, knowledge and expertise, interpersonal skills, and
integrity;

•

raising the aspirations of staff and students.

Furthermore, it was those who demonstrated the strategies and attributes stakeholders
expected of a leader who were attributed leadership status.
A description and example of each of the strategies involved in the provision of
direction, as presented in this chapter, is outlined below, in Table 6.1.
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Table 6.1: Strategies, descriptions and examples of provision of direction
Strategy

Description

Example

Articulating a strong
vision and
developing
associated goals

Identify and communicate a
clear sense of the what the
school can become - its positive
future – and how this can be
achieved

“… so that, as a team, we can all
visualise, ‘this is what we want to
achieve’ and we all want it, so we're
all going to work to get it” (B2, 685690).

Using symbols and
ceremonies to give
meaning to, and
reinforce, the vision

Use traditions, rituals, symbols
ceremonies, and communication
networks, to show the
significance of, and reinforce,
the school’s core values, hopes
and dreams

“… that’s sort of something that’s
coming up in dispatches all the time,
and in assemblies, we use that
terminology with the children. … we
are part of a group; we're doing
things together (AP2, 584-586).

Modelling and
communicating
valued practices and
beliefs

Spend time carrying out, and
focusing attention on, activities
that are consistent with the
school’s core values and goals

“I think it’s critical that it’s not a do
as I say … it’s do as I do” (B1, 3-4)

• seeing the big
picture

Show an interest in, and
understanding of, issues that go
beyond your immediate job

“…the person who sees the whole
school … They won’t have such a
self-centred view of teaching” (AP1,
344-347).

• self- confidence

Show self-belief and the
confidence to rise to the
challenges of leadership that
might daunt others

“… I think they’ve got to have very
high self-esteem … they’ve got to be
comfortable with their autonomy”
(B1, 49-57).

• knowledge and
expertise

Demonstrate knowledge and
understanding of the educational
and structural aspects of
leadership

“You have to be knowledgeable in all
sorts of things that probably
principals years ago didn’t need”
(G1, 119-120).

• interpersonal
skills

Show an ability to understand
and successfully interact with a
wide range of people

“You have to be very flexible
because you come across people
from all walks of life, who push the
boundaries, whether it is children or
parents” (G1, 100-101).

• integrity

Demonstrate, honesty,
trustworthiness, fairness, equity
and confidentiality

“…basically, you need to know that
you can trust them [leaders]” (T1,
42-43).

Raising the
aspirations of staff
and students

Show a passion and
commitment to teaching and
learning, and motivate staff to
aspire to new heights to achieve
the school’s vision and goals.

“An effective leader has got drive,
they’ve got energy and they’ve got
passion about what they’re doing …
they want to be there” (AP1, 96-99).

Demonstrating
attributes expected
of a leader:

Furthermore, it was those who demonstrated the strategies and attributes stakeholders expected
of a leader (as described above) who were attributed leadership status.

104

Chapter Overview
Having articulated the second theoretical proposition, this chapter next describes the use
of the terms vision, symbols and culture in this dissertation. Then, in turn, each of the
strategies relating to provision of direction is explored, in terms of its meaning for
participants, the conditions under which it operated, the means by which it was
practised at the school, its relationship to other leadership strategies and its relevance to
contemporary leadership theory. The attributed nature of leadership is then considered,
before the chapter concludes with an overview of the importance of the provision of
direction for effective leadership.

Symbols, Culture and Vision
Before considering each of the strategies articulated in the second theoretical
proposition the use of the terms symbols, vision, and culture is explained. An essential
part of a school’s culture, and of leadership, is the symbolic dimension, which includes
the values, beliefs and shared meanings of the institution, along with the symbols,
rituals and ceremonies that reflect and reinforce these values (Telford 1996; Owens,
1991). Deal and Peterson (1999) state that, “One of the most significant roles of leaders
(and of leadership) is the creation, encouragement, and refinement of symbols and
symbolic activity that give meaning to the organization” (p. 10). They note that
visionary leaders continually identify and communicate the hopes and dreams of the
schools, and that this provides direction and motivation for students, staff, and the
school community. Consistent with the core values explored in Chapter 5 and the
proposition presented in this chapter, Peterson and Deal (1998) argue that, “Strong
positive cultures are places with a shared sense of what is important, a shared ethos of
caring and concern, and a shared commitment to helping students learn” (p. 29).
Furthermore, they argue that through their words, non-verbal messages, actions, and
accomplishments, leaders play a pervasive role in crafting the school’s culture.
One means of providing a focus for the school’s activities, and “a clear sense of what
the school can become” (Deal & Peterson, 1999, p. 89), is through establishing,
communicating and gaining commitment to a vision (Sergiovanni, 1984). The vision,
when articulated, is a broad statement that captures the essence of the school’s reason
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for existence, and its aspirations, hopes and dreams. Such a vision is often given
substance and direction through a mission statement and related goals, and given
prominence for stakeholders through a motto, which at Moorpark School was, ‘Pathway
for life-long learners’.

Articulating the Vision
As expressed in the second proposition, articulating a strong vision and developing
associated goals was considered by participants in this study to be an essential aspect of
effective leadership. As Hallinger & Heck (1998) argue, the provision of direction is
possibly the only area in which school leaders have been empirically shown to have a
significant direct influence on a school achieving its goal of enhancing children’s
learning and development. Although in a school setting, the vision is likely to be
strongly influenced by the philosophy, beliefs and values of the principal (Hallinger &
Heck, 1998; Deal & Peterson, 1999), it is essential, particularly in a self-managing
school, that the vision is understood and accepted by all stakeholders (Owen’s, 1991;
Sergiovanni, 2001; Harris, 2002). This means that, as was the case at Moorpark School,
there must be staff, parent, and, hopefully, pupil input to the development of the
school’s vision. The purpose of developing and clearly articulating a vision and
common goals is captured in the following statement by the BOT chairperson:
… as a leader, and its something that Mary [the principal] does, is have everybody
working towards the same common goal … so that as a team we can all visualise,
‘this is what we want to achieve’ and we all want it, so we're all going to work to
get it (B2, 683-690).
As the BOT chairperson explained, vision involves establishing a common goal(s),
which all can visualise and work towards.
At Moorpark School, the principal’s vision was influenced by her personal and
professional beliefs; her own, and the school’s, core values; her knowledge of the
community, staff and students; and her knowledge of teaching, learning, and children’s
development. For Mary though, of more importance than her personal vision, was the
joint vision of the school’s stakeholders. This was a vision based on common core
values, as explained in Chapter 5, and developed through ongoing dialogue and
discussion with stakeholders.
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One means of articulating the vision at Moorpark School was through a Mission
Statement, the importance of which was described by the AP in this way:
So what the school Mission Statement is, is where the school is heading. You
have to be part of that because you are delivering that message to the people that
you’re working with; to the children you’re working with; and back to the parents
(AP1, 319-321).
This view, of the need for the principal, teachers, parents and pupils to be striving for
the same goals, was shared by the principal at Moorpark School, who explained that
although she hoped she had the ‘big picture’, she needed the help and support of others
to develop and implement the vision, “I probably have the big picture … I'm working
with everybody right across the staff. I hope I have vision. … I can see the things that
we want to get at, but I need others to help me get there” (P2, 823-828).
The process used at Moorpark School to clarify their vision and develop their Mission
Statement obviously had an impact on stakeholders, as all of the study’s adult
participants mentioned the ‘vision nights’, organised by the BOT every two or three
years. As the principal explained:
… every couple of years, we have a night that they [BOT] actually take the whole
staff out for dinner. … We have a facilitator … who just gets our ideas and feeds
them in and we take those away and try and come up with some sort of sense … a
wish list. … the caretakers, the cleaners, everybody comes to that (P2, 882-894).
The BOT member also mentioned the importance of having everyone involved in what
she saw as a valuable team building exercise, but also noted that it was difficult to get
everyone on board, “I think it’s [vision night] really good from a team building point of
view too … but interestingly, we still had a couple of teachers who grumbled and
moaned about it eating into their precious time outside of school …” (B2, 345-352).
While the BOT member reinforced the advantages of involving as many stakeholders as
possible in the development of a joint vision, she also raised the issue of ‘time’, or the
lack of it, which will in Chapter 7 be shown to be a major contributor to stress for staff
at Moorpark School.
Although not explored in depth in this dissertation, at Moorpark School, the school’s
goals, as outlined in Chapter 4, were developed from the vision, and from the school’s
goals individual staff goals were established annually. This process included each staff
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member being released to have an individual goal setting meetings with the principal.
As Mary explained:
We have this one-hour that I set aside for every staff member and we get relievers
in for all the teachers and then we do all the admin staff as well. It’s my time to sit
for an hour uninterrupted and have a good chat about where they are, where they
see themselves going. Any particular needs. We set their personal goals … (P2,
413-417).
These sessions served a variety of functions and can be viewed from a variety of
perspectives (Bolman & Deal, 1991). From a management perspective they were an
important part of the school’s appraisal system and contributed to the expectation of
high performance; from a human perspective, by enabling the principal to identify and
meet individual staff needs, they modelled one of the school’s core values, concern for
others; from a symbolic perspective they reinforced the school’s vision and goals; and
from an educational perspective they strengthened the commitment to learning.
In summary, while at Moorpark School the principal played a lead role in the
development of the school’s vision, mission statement and goals, all stakeholders had an
opportunity to be involved in this process. All were actively encouraged to identify
what was important for the school and how, as stakeholders, they could work towards
achieving the agreed goals. As a result, stakeholder-participants in this study all
expressed a sense of ownership of the school’s vision, mission, and goals. Having
established the vision and goals for the school, it was then essential to ensure that they
were reinforced and used to drive school activities and decision-making.

Symbols and Ceremonies
As described in the second theoretical proposition, using symbols and ceremonies to
give meaning to, and reinforce, the vision (Gibbs, 2005) was an important aspect of
providing direction. Deal & Peterson (1999) refer to two roles of the symbolic leader
being; firstly to, “observe rituals as a means of building and maintaining esprit de
corps”, and secondly to, “perpetuate meaningful, value-laden traditions and ceremonies”
(pp. 93-94). Elsewhere, Peterson & Deal (1998) describe a school with a positive school
culture as being one, “where rituals and traditions celebrate student accomplishment,
teacher innovation and parental commitment” (p. 29).
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At Moorpark School the beliefs and values, underlying the mission and goals, were
expressed and reinforced through symbols and ceremonies, such as the school ‘Team
Song’, school motto and logo, and school assemblies. Through these means the core
values and goals of the school were clarified and reinforced for staff and students, and
the wider school community. At Moorpark School the mission or motto, ‘A pathway for
life-long learners’, and related logo, had become an integral part of school life, as the
quotation below from the AP shows:
… that’s sort of something that’s coming up in dispatches all the time, and in
assemblies we use that terminology with the children. You know, we are part of a
group; we're doing things together; we're heading along that same path and that’s
part of Mission Statement … (AP2, 584-587).
This message had obviously had an impact on students, as when asked what the
school’s motto meant, the student’s response was, “This is the place to start learning.
This is the path for … learning like, all the way through your life” (S2, 298-303).
It is also important to note that the creation of a logo relating to the motto, to be
identified with the school and something that everyone would be proud of, was driven,
not by the principal or teachers but by the BOT Chairperson, representing the parents
and community. As the principal explained:
… that [the logo] goes on every single thing. It’s on the uniforms, it’s on the gate,
it’s on all our stationery letterhead, business cards; everything that goes out. That
was Jane’s idea as Board Chairperson. … Having something that we were proud
of and having something that when people see it, [say] ‘that’s Moorpark’ (P2,
1089-110).

Another important symbol of the school’s values and culture was the ‘Team Song’,
written by a teacher, which was available on CD and sung at most school assemblies.
As the extract from the chorus shows, the song reinforces the school’s strongly held
values of people learning and caring for each other as members of a team:
Together we’ll fly
Together we’ll soar
Together we’ll push open every door
If we only think of ourselves as a team
We’ll go so much further in what we achieve
We’ll be patient and kind
For learning takes time
I’ll share your load and I hope you’ll share mine.
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The regular use of the motto and Team Song thus helped clarify and reinforce the
school’s vision and goals. To help ensure that the vision was more than just words,
participants in this study saw it as extremely important that leaders model the school’s
valued beliefs and practices in their daily activities.

Modelling Valued Beliefs and Practices
Modelling and communicating valued practices and beliefs, as described in the second
theoretical proposition, was another important aspect of providing direction. As Deal
and Peterson (1999) state, “everyone watches leaders in a school. Everything they do
gets people’s attention” (p. 90). Seemingly innocuous actions send signals as to what
leaders value. “How leaders spend their time and where they focus attention sends
strong signals about what they value” (p. 91). Modelling, as described by Podsakoff et,
al., (1990, cited in Leithwood et al., 1996) is behaviour on the part of the leader, “that
sets an example for employees to follow that is consistent with the values the leader
espouses” (p. 112).
Participants in this study often referred to modelling valued beliefs and practices as
‘leading by example’. They believed, that to be effective, leaders must model the beliefs
and competencies that are valued and expected by other stakeholders. As the general
staff member said in reference to the principal at Moorpark School:
I think it comes down from the top, that strong personality and attention to detail
and the caring approach. It is very evident. It comes back down through the staff.
If you don’t have that sort of approach at the top you can’t expect staff to pick up
on it (G2, 33-37).
The importance of leading by example was reinforced by the BOT chairperson, who
stated, “an important one is that they can lead by example, because, you know, I think
it’s critical that it’s not a do as I say … it’s do as I do” (B1, 3-4). Shona, the AP,
explained what it means to be a role model, “… the role model really is that you are the
person that you want other people to be … you’re setting a total example” (AP1, 346348). Shona went on to explain, that to be an effective role model and leader you must
have the necessary knowledge, personal attributes, and interpersonal skills.
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The importance of leaders modelling the school’s values and beliefs was reiterated by
the general staff member, who believed Mary, as principal, provided such a model; “…
she's a superb role model and of course that’s the ultimate in leadership isn't it?” (ST2,
528-529). As the teacher explained, “She treats her staff very well you know, and it
reflects back on her … and the school” (T2, 451-452). Or as the pupil commented, “She
has to sort of carry the big load … like the school follows her” (S2, 176-179).
Thus, the findings of this study suggest that to be an effective leader, particularly in a
self-managing school, you need to be seen by others within the school and wider
community as demonstrating the attributes they expect of a leader. As the general staff
member said of the principal in relation to the community’s perception of Moorpark
School, and their desire to send their children to the school, “I think the school has got a
very good reputation and I think, strong leadership skills and having a principal that
stands out amongst other principals, obviously has a huge impact on people’s decision
making” (G2, 364 – 367). Being a role model, however, places ongoing pressure on
school leaders. To be a role model, and live up to the high expectations and on-going
scrutiny of colleagues, the local community and government bodies, effective leaders
need more than a strong set of personal values and beliefs (Day et al. 2000); they need
to demonstrate a variety of attributes expected of a leader.

Demonstrate Attributes Expected of a Leader
According to participants in this study, and as described in the second theoretical
proposition, leaders need to demonstrate the attributes expected of a leader. These
include: seeing the big picture, and demonstrating self-confidence, knowledge and
expertise, interpersonal skills, and integrity, each of which will now be examined in
turn.

Seeing the Big Picture
For participants in this study a necessary attribute for effective leadership, in particular
for providing direction, was seeing the big picture or demonstrating a ‘global view’, as
some called it. For them, seeing the big picture involved the leader being concerned not
only with his/her immediate needs and tasks, but having an understanding of the
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educational needs of the school and community, and of the direction and requirements
of the national education system. At a basic level, seeing the big picture was simply
seeing beyond your own classroom. As the AP explained, “… the global person is the
person who sees the whole school and sees how they can be part of the development of
that school and extra curricular things they can do. They won’t have such a self-centred
view of teaching (AP1, 344-347).
For the AP seeing the big picture was a quality that distinguished leaders from other
staff members. As she pointed out though, leadership involves not only seeing the big
picture but acting on it, and as a result, a leader may have to make decisions and take
actions that those with a more self interested view may not agree with, “You have got to
make the decision because you’ve got a global vision of what the school is about …
There may be decisions you’ll make along the way that are good for the school but not
always what people want …” (AP1, 112-115). Making decisions, having considered the
big picture, may, as the student participant explained in regard to the principal, need a
creative approach; “She’s practically always thinking outside the square” (S2, 70).

Thus, to see the big picture and take a longer-term view, leaders must think
strategically, and see patterns and make links, so that connections can be made between
activities and issues within the school, and between school activities and the world
outside the school. Effective leaders need to consider not only their own school and
community, but also the wider political, social, economic, legal, cultural and ethical
context (Ball, 1990; Stewart, 2000; Murphy & Shipman, 2003). To make strategic
decisions, which others may not agree with, based on seeing the big picture, a leader
needs to not only be competent and understand a wide range of contextual issues, but
also have confidence in their own ability and decision-making.

Demonstrate Self-Confidence
As the BOT member explained, to bring out the best in others, leaders must first believe
in themselves. “… I think they’ve got to have very high self-esteem … they’ve got to be
comfortable with their autonomy, because sometimes leadership can be a very lonely
role” (B1, 49-57). Being a leader can indeed be a lonely role and, as the principal
explains below, self-confidence is easily lost:
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You’ve actually got to have belief in yourself and a trust in yourself because its
very easy at times to actually lose that trust in yourself. You doubt your own
ability at times and I think every now and again you’ve got to tell yourself, ‘Hey, I
can do it’ (P1, 392-397).

Participants explained that leaders demonstrate ‘belief in oneself’ through their
presence, confidence in undertaking tasks, and relationships with colleagues and
students. These aspects of leadership, including physical presentation, presence and a
sense of authority, were particularly important for the BOT chairperson. As she
explained, “I think they need to have presence, and as part of that presence I’m also
talking about physical presentation, as well as a mana 4 about them, so that you know
this is somebody who really is important” (B1, 35-37). As the AP explained, as a leader
you must have confidence in yourself and inspire confidence in others:
… you have to have a quiet aura of confidence about you because for you to be a
leader, people have to believe in you. They have to feel that you know what
you’re talking about and you need to have a feeling that you know where you’re
going (AP1, 61-67).

For leaders there is, therefore, a need to walk the delicate line between demonstrating
self-confidence and being perceived as self-indulgent or arrogant. However this is
achieved, leaders must demonstrate the knowledge and expertise others expect of a
leader in a school setting.

Demonstrate Knowledge and Expertise
The need to have particular knowledge and expertise, although not mentioned as
frequently by other participants, was seen by the BOT member as another extremely
important attribute of an effective leader. As she explained, again referring to the
importance of seeing the big picture, for her, such knowledge and expertise included
both general ‘intelligence’ and specific knowledge and skills:
Okay, they also need to be intelligent and as I’ve mentioned, I’m not talking about
necessarily incredible academic intelligence, but the ability to think quickly and
be able to see the big picture … understands what the implications of their
decisions are going to be and how it can apply, again across the whole school (B1,
39-48).

4∗

Mana is a Maori word meaning authority, influence or prestige (which an individual has to earn)
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In the school sector, the knowledge and expertise expected of a leader includes an indepth knowledge of the curriculum, and children’s development and learning. As the
BOT chairperson argued, knowledge of the “curriculum, that’s got to be a key one,
along with … the NAGs 4 ” (B1, 15-17). To meet the demands of leading a selfmanaging school, other skills previously associated with business, are now also
required. As the general staff member pointed out, “You have to be knowledgeable in
all sorts of things that probably principals years ago didn’t need … I mean that
nowadays their role is not as academic as it is actually administrative” (G1, 119-120).
Participants referred to leaders needing such knowledge and skills as budgeting,
property management, and legal issues, as well as the traditional knowledge and skills
directly related to teaching and learning (Marginson, 1993; Robertson, 1998; Thew,
2002). As Marginson (1993) argues, “The principal of today needs as much skill in
financial and personal management, in negotiation and public relations, as she or he has
in classroom teaching, syllabus design and catering for the education needs for children
from different backgrounds” (p. 17).
Another area of expertise, which all participants believed leaders require, is the ability
to solve problems, think on their feet, reason and reflect on situations, and take action
without procrastinating. As the BOT member succinctly stated, “… problem solving
skills is another must-have” (B1, 333-334). The AP reiterated the need for a leader to
think quickly and communicate clearly. As she said, as a leader you must “… be a
person who can think on your feet … speak clearly, logically sequence your ideas, and
think fast, on the spot” (AP1, 21-23). Related to this, participants also reported a need
for leaders to have, and put into practice, effective oral and written communication
skills. Reflecting the human focus of the school’s core values, participants also expected
leader to relate well to a wide range of people.

Demonstrate Interpersonal skills
For participants in this study, as for researchers (Day et al., 2000; Fullan, 2001; WestBurnham, 2001), relationship-centred qualities and skills were identified as essential for
effective school leadership. As Duignan & Bhindi (1997) point out, “the quality of the
4

National Administrative Guidelines, which all schools are required to follow
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relationships greatly influence everything else that happens in organisations” (p. 201).
Similarly, Barth (1990) asserts that, “the success of a school… depends above all on the
quality of interactions between teacher and teacher, and teacher and administrator” (p.
19). Again consistent with the perspectives of participants in this study, Fullan (2001)
states, “…leaders must be consummate relationship builders with diverse people in
groups” (p. 5).
When observing Mary working with her staff, and as reported by participants (see
Chapter 5) it was obvious that she placed great importance in supporting her staff and
developing harmonious working relationships within the school and community. She
went to a lot of effort to understand her staff, both as teachers and as individuals and
interacted frequently with them both formally and informally. She showed through her
actions, an interest in, and concern for, her staff. This was also evident in her efforts to
be actively involved in as many school activities as possible, so that staff and students
could see her as a person, as well as a principal. This ability to interact successfully with
a wide variety of people was mentioned by a number of participants as an important
attribute for effective leaders. As the general staff member emphasized, “You have to be
very flexible because you come across people from all walks of life, who push the
boundaries, whether it is children or parents” (G1, 100-101).

Demonstrate Integrity
Another attribute that participants expected leaders to demonstrate, which is closely
related to the core values discussed in Chapter 5, is that of integrity. Duignan & Bhindi
(1997) describe integrity as being truthful and trustworthy, and having character and
conviction, and refer to research that shows that integrity is the trait that managers
admired most in their superiors. In reference to Bogue (1994), Duignan & Bhindi
(1997) describe truth as the foundation for trust, and trust as the principal building and
bonding force for all organisations. They point out that to become an authentic leader,
“It is important to know where one stands on important moral and professional issues
and then act accordingly” (p. 199). Authentic leaders, they believe, earn the allegiance
of others, not by coercion or manipulation but by building trusting relationships.
Likewise, Hay McBer (2003) refer to integrity as being consistent and fair, and keeping
one’s word, and describe a hierarchy of trust characteristics, which in order of
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ascendancy are: is honest with self, is honest with others, acts fairly and consistently,
lives up to what he or she professes to believe, and creates a climate of trust.
Similarly, participants in this study referred to three characteristics of effective
leadership as being: trust, honesty and confidentiality. As the teacher in the study stated,
“basically, you need to know that you can trust them (leaders)” (T1, 42-43). Similarly,
the AP stated that leaders are people who others see as, “… someone worth going to,
someone who will listen to them, somebody who they will be able to talk with, and the
one thing is somebody they can trust” (AP1, 265-269). While confirming the need for
confidentiality, the principal explained that this could be an added pressure for a leader,
“… because there are so many things that happen in the course of a day that you can
never tell another person” (P2, 601-603).
Again showing a close relationship to concern for others, for the participants in this
study, integrity was closely related to being equitable. As the general staff member
stated, “There is no-one who thinks they are above themselves” (G2, 467); or as the
teacher simply stated in regard to the principal, “She treats everyone so well here” (T2,
321). In another example, in reference to paying staff for management positions, the AP
reinforced the desire to be open and fair, “I think in this school we try really hard to
value everybody… therefore if we are giving out monetary bonuses we are doing it as
openly and as fairly as we can” (AP2, 114-117). As expressed on a number of
occasions, staff not only felt that they had a place in the school and would be listened to,
but that when decisions were made these would be fair and equitable. There was, as
shown in Chapter 5, a culture at Moorpark School where people trusted each other,
knew they could depend on their colleagues for support when this was needed, and that
colleagues’ actions would be consistent with their stated values and beliefs, and with the
core values of the school.
As has been shown in the previous sections, leaders need to be both confident and
competent in the eyes of others. While some of the attributes that have been discussed
are those expected of an effective manager or transactional leader (Burns, 1978), others
are the qualities expected of transformational leaders (Leithwood et al., 1996). Many of
the personal attributes and leadership strategies discussed in this chapter, together with
the school’s core value of concern for others, discussed in Chapter 5, closely relate to
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the concept of emotional intelligence (Goleman, 1995; Palmer, Walls, Burgess &
Stouch, 2001). As described by Goleman (1995), emotional intelligence is the capacity
for recognizing our own feelings and those of others, for motivating ourselves, and for
managing emotions well in our selves and in our relationships. The Hay Group (2000)
argue that emotional intelligence involves personal competence, social competence,
self-management and relationship-management, which includes, inspiring others, as
discussed in the next section.

Providing Inspiration
As described in the second theoretical proposition, participants in this study saw
providing inspiration as essential for effective leadership, and an important aspect of
providing direction. Along with an expectation of high performance, providing
inspiration is seen as a core attribute of transformational leadership (Bass & Avolio,
1994; Leithwood et al., 1999), and is closely related to a characteristic commonly
described as charisma. As Leithwood et al., (1996) explain, charisma, “generates
increased optimism among colleagues about the future and generates enthusiasm about
work” (p. 802). Thus, charismatic leaders not only provide an overall sense of purpose
and develop a shared vision, but also excite colleagues with a vision of what they might
be able to accomplish. Through providing inspiration leaders gain the commitment of
others to the school’s vision and values, and motivate and encourage colleagues through
their enthusiasm, hard work, drive, and commitment. The AP, when describing her
concept map, summed up this inspirational aspect of leadership in this way, “… an
effective leader has got drive, they’ve got energy and they’ve got passion about what
they’re doing… If they’re a good leader they want the job; they want to be there; they’re
happy in their job” (AP1, 96-99).
Another important component, perhaps a prerequisite of passion and enthusiasm, is the
need for the leader to be optimistic and see the positive side of people and situations. As
Mary pointed out in regards to leadership in general, there is “no place for negative
people” (P1, 522). She saw it as a leader’s role to be positive and to lift teachers above
the routine of their classrooms:
Negativity breeds negativity, so you’ve got to be positive. You’ve got to see the
positive in as much as possible. … it’s hard for staff … they often can’t see the
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big picture because they’re too bogged down in their own classrooms (P1, 514518).
In Mary’s case ‘positivity’ bred ‘positivity’. As explained by the general staff member,
“… just meeting the principal would take away any fears you've got of the school not
being a nice fun, warm, relaxing sort of environment. … I think she [Mary] just sends
out very positive vibes about the place …” (G2, 311 – 314).
The principal’s enthusiasm was, indeed, contagious. As she said in her interview, “To
me that’s pretty fantastic that you are in a job that you actually love doing and you get
up in the morning and think, hey, that’s great” (P2, 689-690). Mary was equally positive
about her staff, and when discussing initiatives taken by staff she said, “Wonderful
people have wonderful ideas … so many amazing things are happening” (P2, 786-789).
So positive was Mary that she had to admit that at times she gets carried away. When
discussing her enthusiasm for a book she had just read, called ‘Building Resilience in
Youth’, she said, “It is the most amazing book … I have got to be careful that
sometimes I can get a bit carried away and I have got to have other people say, but hang
on a minute Mary” (P2, 838-841). This passion was reiterated by the Board of Trustee’s
Chairperson, “Mary is very passionate” (B2, 20). She also pointed out that Mary’s
passion and willingness to lead by example, by undertaking any task she would expect
of others, did however have a down side, in that it resulted in Mary doing some
relatively unimportant tasks. In general though, she saw Mary’s passion and people
skills as a major strength, “I think it is her people skills. I think it is her passion. I think
if you have got passion you can do anything …” (B2, 929-931).
The BOT member explained that passion and enthusiasm are also important for
classroom leadership, “… because it starts from the person who's standing up there in
front of them (the students) teaching them. If they want to be there, they have passion,
they have enthusiasm, then that has got to filter through (B2, 829-832). By contrast,
“The teacher, who's standing up there going through the motions, is not going to have a
positive impact on a child's learning” (B2, 833-835).

At Moorpark School the principal’s enthusiasm, commitment and expectation of high
performance ‘rubbed-off’ on colleagues. As the teacher explained, “…we wouldn't have
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such an enthusiastic lot of staff willing to give it their all if they weren't being backed
(by the principal)” (T2, 258-259). Mary’s passion and inspirational approach were
evident in the positive feelings she frequently expressed in regard to the school, the
staff, and her job, “Oh, it’s not always perfect, you know. Not always perfect by any
means. But hey, it’s exciting” (P2, 799-800). And in relation to her own leadership style
she stated, once again with passion, “I love kids and I like different people and people
that you don't like, then that’s a challenge to find what you can like about them so
(laugh). And I truly, I honestly, truly believe that that’s my leadership style” (P2, 11181122).
In summary, in the last section it has been shown that leaders at Moorpark School,
particularly the principal, demonstrated motivational inspiration (Bass & Avolio, 1994),
which together with individualised consideration, has been shown by Palmer et al.
(2000) to be closely related to emotional intelligence. In this chapter as a whole, it has
been shown that articulating and reinforcing a vision, modelling and communicating
valued practices and beliefs, and demonstrating the attributes expected of a leader were
considered by participants to be essential strategies for effective leadership. It will now
be argued that demonstrating these qualities and strategies is also essential if an
individual is to be considered a leader by colleagues and other stakeholders.

Attribution of Leadership Status
The core values, explored in Chapter 5, have been shown in this chapter to be central to
the provision of direction. These values informed the vision, helped determine the
beliefs and practices that were held in high regard by stakeholders, and as will be shown
in Chapter 7, influenced the school’s structures, processes and day-to-day activities. It
has been shown that as the school’s vision and values were communicated and modelled
by individuals, they had, over time, become an integral part of the school’s culture. In
turn, it was those people, particularly the principal, who modelled the valued beliefs and
practices, and demonstrated the attributes held in high regard by other stakeholders, that
were considered to be leaders. The actions of leaders and potential leaders have thus
been shown as important for two major reasons. Firstly, such actions reflect and
reinforce the beliefs and practices that are valued within an institution, and secondly,
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these actions determine which individuals will be attributed leadership status (Bolman
& Deal, 1997; Gronn, 1999).

Conclusion
This chapter began with the proposition that effective leadership was perceived by
stakeholders at the school to provide direction, and that this direction was manifested
through the following strategies:
•

articulating a strong vision and developing associated goals;

•

using symbols and ceremonies to give meaning to, and reinforce, the vision;

•

modelling and communicating valued practices and beliefs;

•

seeing the big picture, and

demonstrating, self-confidence, knowledge and

expertise, interpersonal skills, and integrity;
•

raising the aspirations of staff and students.

Furthermore, it was those who demonstrated the strategies and attributes stakeholders
expected of a leader who were attributed leadership status.
It has been shown in this chapter that participants in the study perceived provision of
direction to be an essential element of effective leadership and that this direction was
achieved through the strategies outlined in the study’s second theoretical proposition.
Furthermore, it was shown that the provision of direction was important in two major
ways. Firstly, it was through the use of the strategies articulated in the second
theoretical proposition and examined in this chapter that leaders provided the direction
necessary for effective leadership. Secondly it was those stakeholders who
demonstrated these qualities, namely articulating a strong vision, using symbols and
ceremonies to refine and reinforce this vision, modelling and communicating valued
practices and beliefs, demonstrating a variety of attributes expected of a leader, and
raising the aspirations of staff and students, that were attributed leadership status.
While, at Moorpark School, as in other studies (Day et al., 2000; Southworth, 1998) the
vision and goals were influenced by the philosophy, values and beliefs of the principal,
all stakeholders had the opportunity to be actively involved in deciding what was
important for the school and how the vision and goals would be achieved (Deal &
Peterson, 1999; Sergiovanni, 1996). As a result, stakeholders at Moorpark School felt a
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sense of ownership of the mission and goals, and helped ensure that these were
reinforced and became part of the day-to-day life of the school. As Peterson & Deal
(1998) argue in relation to culture, “School leaders from every level are key to shaping
school culture. Principals communicate core values in their everyday work. Teachers
reinforce values in their actions and words. Parents bolster spirit when they visit the
school, participate in governance, and celebrate success” (p. 30).
Having in this and the previous chapter considered the core values and provision of
direction at Moorpark School, the next chapter examines the third theoretical
proposition of this study, namely, the leading and managing of processes, in particular,
the impact of the school’s processes and structures on communication, decision-making
and the distribution of leadership.
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CHAPTER 7
LEADING AND MANAGING PROCESSES

Introduction
It will be recalled that the research question that provided the focus for this study was:
How do stakeholders in a New Zealand Primary school perceive effective primary
school leadership? Three theoretical propositions were developed in relation to this
central research question. The first theoretical proposition incorporated three core
values that strongly influenced the meaning and practice of leadership at Moorpark
School, and the second proposition was concerned with the provision of direction.
The third theoretical proposition developed in relation to the research question,
examines the strategies involved in leading and managing processes. This third
proposition is captured in the following statement:
Effective leadership was perceived by stakeholders at Moorpark School to involve
leading and managing processes, which was manifested through:
•

developing structures that involved key individuals and groups, and which were
based on teams, and perceived to be hierarchical;

•

leading and managing staff appointments and non-performance;

•

managing communications, meetings, time and stress;

•

providing decision-making opportunities;

•

providing leadership opportunities.

A description and example, of each of the strategies relating to leading and managing
processes, as presented in this chapter, is outlined below, in Table 7.1.
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Table 7.1: Strategies, descriptions and examples of learning and managing processes
Strategy
Developing
structures that:

Description

Example

• involved key
individuals and
groups

Particular individuals and
groups were perceived to
have influence over others

“I see her as number one” (G2,
396).

• were based on
teams

Structures and processes
were often based on teams

“The team thing goes through
the whole school” (B2, 704705).

• were perceived
to be
hierarchical

The leadership/management
structure was considered by
stakeholders to be
hierarchical, and to have
consequences for staff.

“I see it as a hierarchy” (T2, 30).

• appointments

New appointees must share
the school’s core values and
fit in with its culture

“In this school we look for the
teacher that’s got … honesty and
integrity and compassion …”
(AP2, 47-56).

• nonperformance

Leaders need to deal with
non-performing individuals
and teams

“The teaching profession … is
the only bastion left … they
can't lose their job for poor
performance” (B2, 577-580).

“Like the whole school follows
her example and everything”
(S2, 180).

“I think you're very conscious,
as a teacher, of who you have to
answer to” (T2, 38-40).

Managing staff:

Managing:
• communications Effective communication
was considered crucial for
achieving the school’s goals
and meeting individual
needs.

“Communication's hugely
important … the bigger the
school, the more you've got to be
careful” (P2, 182-183).

• meetings, time,
and stress

Meetings were important for “We try to cut back on meetings
communication but took up that we don't need to have …”
valuable staff time, which
(P2, 186-187).
caused stress.

Providing decisionmaking
opportunities

Staff were provided with
opportunities to participate
in decision-making on
issues that affected them

“I'll consult and share and get
ideas and very often we will
make a decision as a group (P2,
26-28).

Providing
leadership
opportunities

All staff were given the
opportunity to lead and
influence others.

“It is rare for our teachers not to
have a responsibility, where they
are taking leadership beyond
their classroom” (AP2, 40-42).
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Chapter Overview
Having articulated the third theoretical proposition, this chapter next describes the use
of the terms leadership and management in this dissertation. Then, in turn, each of the
strategies relating to leading and managing processes is explored, in terms of its
meaning for participants, the conditions under which it operated, the means by which it
was practised at the school, its relationship to other leadership strategies and its
relevance to contemporary leadership theory. The chapter concludes with a discussion
of the significance of leading and managing processes for effective leadership.

Leadership and Management
In this dissertation, as described in Chapter 2, the term management is primarily used to
refer to short-term, day-to-day planning, organising, and interpersonal relationship
activities, while leadership refers to long-term, strategic and change-oriented processes
(Dunford et al., 2000). Although different, leadership and management are
complementary and often difficult to differentiate, and both are needed for the
successful operation of an effective school (Bolman & Deal, 1997; Southworth, 1998;
Day et al., 2000).
As the data analysis progressed, it became apparent that what were at first coded as
simple day-to-day administrative or transactional activities in fact had wider
ramifications when considered from a human, political or moral/symbolic perspective
(Bolman & Deal, 1997; Greenfield, 1995; Sergiovanni, 1984). What on the surface
appeared to be technical, management tasks, such as organising meetings or budgets,
often had significant consequences for staff in terms of access to resources, time,
decision-making, leadership opportunities, and power (Blase & Anderson, 1995: Ehrich
& Cranston, 2004). For this reason, no attempt is made in this chapter to sharply
delineate day-to-day management activities from leadership processes. As an insight
into the individuals and groups who influenced the school’s leadership processes is
central to understanding the leadership and management processes at Moorpark School,
the roles played by key people in these processes will now be considered.
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Developing Leadership and Management Structures
As stated in the third theoretical proposition leading and managing processes, included
developing structures that involved key individuals and groups, and which were based
on teams, and perceived to be hierarchical.

Key Individuals and Groups
The school’s leadership and management processes involved key individuals and
groups, in particular: the principal, assistant principal (AP), special needs coordinator,
management team, and Board of Trustees (BOT). Consistent with the findings of
Southworth (1995) and Wallace (2002) the principal played the key leadership role at
Moorpark School.

The Principal
All participants in the study commented on the principal being the key-figure at
Moorpark School. Although, as the BOT member stated, “She [the principal] doesn't
feel like she's got to be in the starring role” (B2, 99-105), the principal at Moorpark
School was in fact at the centre of the school’s activities, communications and decisionmaking. While, as shown in Chapter 5, Mary was perceived as being sensitive, caring
and available, and keen to provide professional development and decision making
opportunities for staff, she was also perceived as having the final say on important
issues. This tension is evident in Mary’s description of an effective leader, “To me a
leader is a facilitator, not the director; no hierarchy; but the bottom line is that someone
has to take that final responsibility” (P1, 23-25). As Mary concluded, in relation to her
position as principal, “I suppose the buck stops with me” (P2, 858). This statement
provides a reminder that in self-managing schools even where genuine attempts are
made to empower staff, the ‘buck stops’ with the principal, as designated leader (Harris,
2004; Wallace, 2002).
In the eyes of the general staff member the centrality of the principal’s role was
unequivocal; “I see her as number one” (G2, 396), the “key pin” (G2, 468). The general
staff member felt that although people need to be given a-say in the things that affect
them, in the end the principal was the most important person. The student also
frequently mentioned the fact that the final decisions are made by the principal. From
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his perspective, the principal needed to set an example and make important decisions,
“She probably does do a lot because it sort of all relies on her… And like the school
follows her example and everything” (S2, 174-181). Although the principal was willing
to make the ‘final decision’, she often did this in consultation with the AP.

Assistant Principal (AP)
All participants mentioned the strong leadership role played by Shona, the AP, who was
known for her strong organisational and administrative skills, “a systems person”, as
she called it. Shona had a major leadership role in the junior area of the school, and
worked closely with the principal, as a sounding board for new ideas and as a part of a
number of the decision-making processes. A strength of the professional relationship
between the principal and AP was that the AP did not feel that she had to simply agree
with the principal, “We have a very good working relationship because we can agree to
differ. We are not clones of each other, but we respect each other very much” (AP2,
323-325). From the interviews it was apparent that the principal frequently discussed
major issues with the AP before they were brought to the staff. As the AP explained,
“Mary and I will talk about most of these things first … sometimes the two of us will
make key decisions” (AP2, 372-374). The AP was extremely loyal to the principal and
school, but felt she was at times, the ‘meat in the sandwich’, or as she put it, ‘the go
between’, acting as a conduit between the principal and other staff.

Special Needs Coordinator
As the interviews progressed it became apparent that another influential person in the
school was the special needs coordinator, a position that in itself, did not bring with it a
major leadership role or status. At Moorpark School, however, the special needs
coordinator played an important role, not only in the area of special needs, but also in
general curriculum issues, and as with the AP, acted as a ‘sounding board’ for the
principal. She had been made a member of the management team because of her
personal strengths, rather than her formal role. She had thus been attributed leadership
status by other staff because of her knowledge and skills, and later had this formalised
as a designated leadership and management role.
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Management Team
The next, and very significant leadership and decision making group, was the
‘management team’. This team consisted of the principal, the associate principal and the
syndicate leader from the junior school, the syndicate leader and another teacher from
the middle school (elected by the syndicate), the syndicate leader and the deputy
principal from the senior school, and the special needs coordinator. The management
team met weekly and was an important decision-making body within the school. The
principal, while again noting that she will make the final decision if she needs to, also
emphasised that, “All decisions really go through the management team” (P2, 27-28).
Members of this team also provided an essential communication link between the
principal and classroom teachers. The modus operandi of this team was consistent with
the findings of Wallace & Hall (1994) and Wallace (2002), in that members expected to
have equal opportunity to contribute to decisions of the management team but accepted
that if necessary the principal would have the final say.

Board of Trustees (BOT)
Another important relationship for a self-managing school is that of the principal and
Board of Trustees (BOT), particularly the chairperson. All participants in the study
made positive mention of the role that the BOT played at Moorpark School. As the
general staff member explained, although the principal ultimately makes the ‘overall
decisions’, “I guess a lot of the big decisions are made through the Board” (G2, 65-66).
The BOT chairperson acknowledged that some of the Board’s tasks are “rubber
stamping” but pointed out that the Board members are also willing to make the tough
decisions when this is appropriate. As she explained, “It’s very easy to be a bloody good
Board when you have got somebody like Mary at the helm. So, yeah, we have a rubber
stamp effectively. I mean we will make the tough calls and we have….We have
overridden things that Mary has wanted to do on occasions” (B2, 237-242).
Thus leadership and management processes at Moorpark School were influenced by a
number of key individuals and teams. These teams played a role in the symbolic,
human, educational and structural leadership of the school, and thus influenced, and
were influenced by, the school’s values, direction and processes.
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Developing a Team Structure
As stated in the third theoretical proposition leading and managing processes involved
developing structures that were based on teams. The organisational structure of a school
is important, because it provides the framework and parameters within which leadership
and management operate (Bolman & Deal, 1991). Particularly since the advent of selfmanaging schools, ‘teams’ (Cardno, 2002; Chrispeels, et al., 2000; Ehrich & Cranston,
2004; Wallace, 2004) have been used as one means of providing management structures
and staff support. As Cardno (2002) states:
Teams abound in schools because they are structured in ways that allows teachers
to work together to make curriculum and management related decisions. In
settings where the implementation of education reform has increased the
complexity of school management through devolution, principals have embraced
the opportunity to share new tasks and decision making with teams (p. 213).

At Moorpark School teams served a ‘human’ as well as an administrative function. As
the principal explained, you need “a staff who feel they are valued and feel they've got a
say and feel that you know, they're actually part of a team” (P2, 141-142). The
importance of teams was confirmed by the teacher, who stated, “Working as a team is a
huge thing here, and I don't know how unique it is but it’s great” (T2, 550-551). There
were, as the BOT member stated, “… lots and lots of teams that co-exist[ed]” (B2, 89).
“The team thing goes through the whole school” (B2, 704-705). Despite the symbolic,
personal and administrative importance of teams there appeared to be a tension between
the rhetoric of ‘teams’ and the hierarchical management structure in which they
operated. This is though, perhaps, not surprising, as teams, particularly senior
management teams (SMTs), play an important role in the power and leadership
structure of a school. As Ehrich and Cranston (2004) argue; “SMTs occupy a powerful
place in school-decision making and are key contributors to leadership in the school”
(p.22).

The Hierarchical Structure
Developing structures, as stated in the third theoretical proposition was an important
part of leading and managing processes. As also stated, the structures and processes at
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Moorpark School were team-based and were perceived to be hierarchical, and this had
consequences for staff. Following several visits to the school and the initial reading of
the interview transcripts, it became apparent, as described above, that the principal was
the school’s central figure, and that she played a dominant leadership and decisionmaking role (see Appendix 12: Moorpark School Leadership/Management Structure).
However, on further analysis of the interviews it became apparent that some participants
perceived the principal, not so much as at “the centre of the web” (Wylie, 1997), but as
at the apex of a triangle. Participants in the study, particularly the teacher, explicitly
referred to a hierarchical structure, “How I see leadership in this school - I see that as a
pyramid … and at the top of that pyramid is obviously the principal …” (T2, 9-13). He
went on to explain, “… so I see it as a hierarchy. You've got your top tier with the
principal, and then your next level is your senior management, and then everyone else is
on that third tier, but within that they have varying responsibilities (T2, 30-33).
It was the view of all participants that while teams played an important part in the
school’s structure, this structure was hierarchical, with the principal being the key
person in terms of leadership and decision-making. Furthermore, because of the key role
played by the principal, those who worked closely with her, such as the AP, the special
needs coordinator, and the management team, were perceived to play more substantial
roles in the school’s decision-making processes. For personal and professional reasons,
the designated Deputy Principal did not, however, play a major leadership role within
the school and was not attributed leadership status by participants. This is an issue that
for ethical reasons will not be pursued in depth in this dissertation. An issue that is
considered, however, is the consequence of having teams operating in what participants
perceived to be an hierarchical structure, and thus, whether the team structure at
Moorpark School was used as a means of control or a vehicle for empowering others
(Harris, 2002, p. 77).

Consequences of the team-based, hierarchical structure
Although, as will be shown later in this chapter, the team structure at Moorpark School
empowered the management team and provided leadership opportunities for a number
of staff, the teacher’s comments suggested that this structure and related processes did
not result in all teachers feeling empowered. The teacher for example, saw one role of
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the ‘senior staff’ as being to oversee other staff, and that in turn the senior staff were
responsible to the principal. As he stated, “Their [senior staff] role is to oversee our job,
make sure that we are doing a proper job, lead us and guide us. … They are obviously
answering to the principal” (T2, 53-58). In this way he saw the senior staff as liaising
between the principal and the other staff, in what he perceived as a line-management
structure. As he said, “Well, I think we're all important but I think you're very
conscious, as a teacher, of who you have to answer to” (T2, 38-40).
The teacher’s awareness of the official management structure did not however mean
that he always used it. As he pointed out, if he wanted an answer to a question, or
needed an important decision made, he was likely to go straight to the principal and bypass the senior management structure. “I'd say it’s easier to get through to the principal
than to get through to the senior staff” (T2, 51-52). As he reported in relation to a
frustrated syndicate leader, “… she was hitting a brick wall. It wasn't Mary [the
principal], at all. It would have been the next layer down” (T2, 396-399). Thus, as
someone who was willing to take the initiative, he believed that, “It’s better that you
pursue it yourself rather than go through the steps. Well that’s how it’s worked for me”
(T2, 413-420). The principal, consistent with her open door policy, confirmed that she
was happy for staff to come directly to her with issues. This, it would seem, had resulted
in an informal decision-making process operating simultaneously with the formal
management structure. The teacher’s inclination to bypass the SMT, and the nonperformance of some other teams, which will be discussed later in this chapter, also
highlights the micropolitical nature of schools (Blase & Anderson, 1995; Ehrich &
Cranston, 2004). As Ehrich & Cranston (2004) argue, “Competing values, differing
personalities, past histories, and the ongoing dynamic and interaction amongst members
of teams all contribute to making such bodies complex and unique” (p. 25).
In summary, at Moorpark School the leading and managing of processes was strongly
influenced by a team structure that helped provide direction, reflected and reinforced
the school’s core values, and was central to the leadership and management of
processes and structures. While this team structure provided leadership and decisionmaking opportunities for a number of staff, its hierarchical nature resulted in some staff
becoming frustrated and using informal processes, such as the teacher making use of the
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principal’s ‘open-door’ policy. There were, however, other formal processes in place,
such as for staff appointments, which were carefully followed.

Leading and Managing Staff
As stated in the third theoretical proposition effective leadership was perceived to
involve leading and managing processes, and one way in which this was manifested
was through leading and managing staff, for example, dealing with staff appointments
and non-performance. As shown in Chapters 5 and 6, the school’s core values, vision,
mission and goals were all people focussed, and participants expected leaders to be able
to effectively interact with a wide range of people. Although the leadership and
management of staff was central to almost all aspects of leadership at Moorpark School,
this section will focus on just two of the major issues that emerged from the data; the
appointment of staff, and dealing with the non-performance.

Appointment of staff
Consistent with the findings of Day et al. (2000), in this study the appointment of staff
was considered a major issue by the principal, Board of Trustee member and AP. Over
recent years, there had been an ongoing need to appoint new staff as the school role
steadily increased, and when existing staff gained new positions in other schools.
Several participants pointed out that it was essential that new appointees shared the core
values and beliefs that existed at Moorpark School. For the AP this meant that new
appointees needed to strive for excellence, have sound curriculum knowledge, and
above all, demonstrate concern for others. As she explained:
In this school we look for the teacher that’s got warmth and humour and love…
we demand excellence. We demand strong across the board teaching … honesty
and integrity and compassion and … the things that you really value in human
beings (AP2, 47-58).

The principal also emphasised the importance of appointing the ‘right staff’. As she
explained, one wrong appointment can have an impact on all staff within the school.
Although Mary saw retaining high quality staff as important, she also acknowledged the
importance of providing opportunities for staff to grow professionally, which often
resulted in these staff moving to another school to gain promotion. While this usually
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resulted in the loss of a very good teacher, it also had a positive side, in that new
appointees brought new blood and new ideas to the school, “In any school, you've
always got to have a turnover. … It’s never ever an issue because with new staff coming
in its new blood, it’s new ideas” (P2, 435-440). This view was reiterated by the Board
of Trustee’s Chairperson, “… new people, new blood, brings new ideas, bring ways to
continue going forward” (B2, 641-642).
From a BOT’ perspective, the school was very fortunate, in that having earned a high
reputation in the community teachers were keen to teach there, so that when positions
were advertised they attracted many high calibre applicants, “A lot of teachers want to
come and teach here because of the reputation of the school which makes it easier for us
to recruit the best and to have the best, you know” (B2, 399-402). The BOT
chairperson, however, also saw the school’s appointment procedures as producing a
tension. She believed that the school had gone to ridiculous lengths to try and involve
staff in the appointments process. As a businessperson she found this very wasteful of
teachers’ time, which, from her perspective, would have been better-spent undertaking
high quality teaching. She referred to the system of staff appointments as “archaic” and
“a huge time consuming process”, and a “totally non-productive use of time” (B2, 447477). She did concede, however, that although the existing process was time
consuming, it was also consistent with the school’s core values and culture, as it
provided another opportunity for staff to be involved in decision-making, and helped
ensure that new appointees would fit into the existing school culture.
Another reason ‘new blood’ was important, as the BOT chairperson pointed out was
that teachers could stay too long in the one school. In reference to one ineffective senior
staff member at Moorpark School, who found himself in this position, the BOT
chairperson stated, “He will see his time out at the school. You know, and it’s sad. It’s
also the epitome of somebody who stays too long in one environment” (B2, 616-618).
Thus, as well as providing opportunities for very effective teachers, leaders need to deal
with teachers who are not performing to the expected standard.
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Managing Staff Non-Performance
Management of the non-performance of both individual staff members and teams was
another major issue to emerge from the data relating to leading and managing
processes. Staff non-performance raised an ethical dilemma resulting from a tension
between the school’s core values; that is, the need to balance concern for the nonperforming staff member, with concern for other staff, the learning needs of pupils and
the school’s expectation of high performance. As the principal explained in reference to
a particular case at Moorpark School, “He is trapped in a situation that doesn't allow
him to get out, and so that's another challenge probably for leadership to keep his selfesteem in tact while still looking at the needs of the school” (P2, 89-92). Having also
been involved with such cases, the BOT chairperson was obviously frustrated by what
she saw as the education system’s lack of effective procedures for dealing with
incompetent and non-performing teachers:
It’s another thing that really irritates me immensely about the teaching profession
… it is the only bastion left … they can't lose their job for poor performance.
Really the only thing they can do [that will result in dismissal] is to sexually or
physically abuse a child (B2, 577-582).
At Moorpark School, such non-performance was found not only with individuals but
also with groups or teams.
Non-performance of teams
A less serious issue than that above, but one that still had consequences for staff and
ultimately students, was dealing with a team that was not achieving the desired
outcomes. The teacher, AP, Board of Trustee member and principal, all referred to what
had been an on-going issue in regards to the performance of the Middle School
syndicate. Although all the teachers involved appeared to have, individually, been
effective teachers, the syndicate itself had not operated effectively under three
consecutive syndicate leaders and as a result the principal needed to take action. Mary
explained her actions, which were supported by the BOT chairperson, in this way:
I discussed it with the syndicate because there were a few difficulties and
personality clashes over funny little things. So I sat down with the syndicate
leader and I sat down with each of the members of the team; just met with them
briefly to find out how they were feeling (P2, 49-53).
In this situation the principal showed her leadership skills by dealing with the issue
from a combination of human, management and political perspectives, and in such a

134

way that the school’s core values were reinforced. By taking the time to speak to the
syndicate leader and each of the syndicate members individually, she showed concern
for others and by also making it clear that the situation was not acceptable and needed
to be resolved she reinforced an expectation of high performance. The handling of this
situation showed one of Mary’s other leadership attributes, that of ‘keeping your finger
on the pulse’, because as she said, you can “never take anything for granted”. In keeping
with the findings of Cardno (2002), the non-performance of this syndicate also suggests
a need for team learning and development programmes at Moorpark School.
As Mary has shown, part of ensuring school effectiveness is monitoring and supporting
team leaders and individuals staff members. Another requirement of effective schools,
and an essential element of effective leadership, is developing structures and processes
that ensure effective communication.

Managing Communication
Although leaders at Moorpark School were involved in managing a variety of processes,
one that stood out in the data was the management of communication. As stated in the
third theoretical proposition, one way in which leading and managing processes was
manifested, was through managing communications, use of time, meetings, and stress.
All staff members in the study noted the importance of timely, appropriate and clear
communication and consultation, and the part meetings played in this process.
Communication at Moorpark School included the daily email notices, a weekly
newsletter to parents, a web site open to all, and of greatest impact on staff, regular
meetings.
At her interview Shona, the AP, who was a self confessed “systems person”, explained
why clear systems are so important, particularly in a large school, “… we are trying to
make systems as easy, efficient and clear for teachers as we can, so part of Mary’s
reason for having my role in place is to ensure strong communication …” (AP2, 288291). Shona saw developing and maintaining clear policies, efficient systems and strong
communication as an important part of her leadership role. She also raised the issue of
school size, which she and others saw as an important variable in deciding on the most
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appropriate systems of communication, consultation and decision-making for a
particular school. As the teacher said, in regard to fitting in meeting agenda items, “It’s
such a big school, so much happening; it is hard to fit everybody in” (T2, 408-409), and
as the principal explained, “Communication is hugely important and particularly, you
know, the bigger the school, the more you've got to be careful” (P2, 182-183). For
participants, a critical, but sometimes controversial, means of communication was
meetings.

Managing Meetings and Time
At Moorpark School, mention of meetings inevitably led to a discussion of the use and
allocation of time, which had both a personal and professional impact on staff. Thus,
although acknowledging meetings were important for communication and consultation,
the teacher felt staff time could sometimes have been better spent on other activities.
Awareness of this issue was reflected in the principal’s decision to reduce pressure on
staff by cutting back on the number of staff meetings, but rather than solve the problem
this resulted in a need to, at times, call 8.00 a.m. administration meetings. The time
problem was confirmed by the AP who pointed out that as a result of time pressure,
even when new and important issues were raised, it was not always possible to find time
to discuss them with staff members. Trying to keep staff well informed and involve
them in decision-making, resulted in pressure on staff, as meetings required time and
staff felt they didn’t have enough of it. Although the principal attempted to provide as
much administrative support as possible for teachers and to reduce the number of
meetings, the balancing act, of ensuring teachers had time to focus on effective teaching
and children’s learning, while also consulting them and involving them in decision
making, remained an issue that was raised by several participants and one that caused
stress for some staff (Day, 2000; Harris, 2004;Williams et al., 1997; Wylie, 1997).

Managing Stress
Even though there was a strong culture of care and concern for others at Moorpark
School, all the adult participants in the study mentioned the stress of working in the
current education system, in a school and community with an expectation of high
performance. The staff were all under pressure from internally imposed objectives and
expectations, and, the principal in particular, from incessant, externally imposed
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demands. As discussed in Chapter 1, these pressures had been accentuated by selfmanaging schools (Southworth, 1998; Stewart, 2000; Wylie, 1997), where the principal
and other staff are increasingly accountable to parents and other stakeholders, while also
facing the ever-changing demands of a centrally controlled curriculum. As the principal
stated, “There're so many pressures coming through and it is putting a huge workload
onto staff and I don't know what the answer is … some staff, particularly at the end of
the first term, were stuffed (P2, 1030-1033).
The perceived lack of time to meet often-conflicting demands resulted in stress for
many staff. This pressure led the teacher in the study to question whether the positive
outcomes from meetings, particularly those involving the whole staff, were outweighed
by the fact that they take up valuable time that teachers could use in more productive
ways. As he said in relation to 26 staff at a staff meeting listening to a debate, which
directly affected only three staff, “Why is it being brought up here now, you know?
Take it away in your little sub-committee. Make the decision, come back and tell us”
(T2, 727-729).
The pressure of time and a commitment to her staff and students meant that the
principal was reluctant to take time off her self when feeling unwell. As she explained:
Some days you wake up and you think, oh dear God, but you look at your diary
and you think, this, this, this, this. I can't really put her off because we've got an
I.E.P. meeting and we've got all the therapists coming and we've got this, we've
got that (P2, 634-638).
To meet the demands of her job as principal, Mary went to school each Saturday for two
to three hours and worked for at least half of the ‘school holidays’. To cope with the
workload she had also given up a number of recreational activities. Mary, however, did
not resent the sacrifices she had made, because she enjoyed her job and putting in the
extra hours enabled her to be more effective, “So I probably stopped quite a few things
that I used to do beforehand but I don't regret it, I honestly, truly, don't feel bitter
because I love the job” (P2, 679-684).

As is becoming evident, leading and managing processes requires a delicate balance
between informing, consulting, and involving staff in decision-making and ensuring
they have the necessary time to focus on teaching and children’s learning.
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Providing Opportunities For Involvement In Decision-Making
As stated in the third theoretical proposition, another way in which leading and
managing processes was manifested was through consulting staff and providing them
with decision-making opportunities. As was shown in Chapter 5, and to date in this
chapter, whenever possible, staff were given an opportunity to make their views known
and in general made to feel that their ideas would be listened to. As the AP explained,
although staff may feel, “… they're not always part of the total decision making, they
know that should they want to give their opinion, it’s always going to be heard … that’s
where Mary will be in her office for hours talking to different people (AP2, 694-699).
Having been given a chance to make their views known and considered, the AP
believed staff then needed to accept and support the final decision, “They've been able
to voice their opinion and then they need to accept the group decision and that’s part of
their professionalism (AP2, 710-713). A similar view was expressed by the principal
who explained that although the final responsibility came back to her, as principal,
systems were in place to ensure staff had a say in decisions that affected them, “If I have
to, I will make a decision, because I think that’s what I'm paid for. So I'll consult and
share and get ideas and very often, 99% of the time, we will make a decision as a group
and that’s it” (P2, 26-28).
The BOT member took this issue further, as although she acknowledged the positive
outcomes of consulting with staff, she also expressed, what she saw as a danger, that
staff may build up an expectation that they would be consulted on every issue:
Mary has her syndicate leaders that she has regular meetings with and they are
very empowered and I wonder whether sometimes some of the staff have too
much input into the decision-making … but I think conversely, that’s also what
has fostered a positive team (B2, 244-253).
This view was supported by the AP who explained that although every effort was made
to involve staff in decision-making, sometimes the timeframe or nature of the issue
meant that it was neither possible nor practical to do so, “Sometimes you just cannot be
democratic” (AP2, 660). Despite these constraints staff at Moorpark School were
whenever possible given opportunities to be involved in decision-making and to provide
leadership for others. As Wallace (2002) also found, these comments reflect an
acceptance of the principal’s ultimate decision-making and leadership role, as long as
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staff have had an opportunity to express their views as part of the decision-making
process.

Providing Leadership Opportunities
Another way in which leading and managing processes was manifested was through
providing leadership opportunities for staff. As discussed in Chapter 2, it is apparent
that the extent to which power and decision-making are shared or distributed within an
institution is a critical aspect of leadership. The literature is now replete with references
to distributed, shared and collaborative leadership (Blase & Anderson, 1995; Day et al.,
2000; Gronn, 2000; Sergiovanni, 1987; Telford, 1996), teacher leadership (Harris,
2003b; Silins & Mulford, 2000; Smylie et al., 2002) and parallel leadership (Crowther
et al., 2002), to name just a few.
When asked about leadership at Moorpark School the principal’s immediate response
was, “Well there's a whole range of leadership. I mean, not just me” (P2, 3). The student
also saw a range of leaders within the school, including the principal, BOT, teachers,
other adults, and “… may be some kids who are good role models” (S2, 374). The
principal noted two major benefits of providing leadership opportunities for staff, which
were closely related to concern for others. The first was that these opportunities enable
staff to develop their strengths and thus open up career pathways for them. Secondly,
she believed, delegating authority and responsibility increases teachers’ self-esteem and
feeling of worth. In describing the positive effects of being given considerable
autonomy and a chance to try new ideas, the general staff member introduced another of
the principal’s skills, that is, she, “… encourages input and participation … sows the
seed and then just lets it germinate” (G1, 60 - 62). A similar view was expressed by the
AP, who explained it this way:
She’s there ready to try and be the motivator, and listen to ideas, and let people
run with ideas and be there supporting, whether it just be emotionally, or
financially, … she tries very hard to give her staff the very best opportunities
possible (AP2, 331-337).
As can be seen from the AP’s statement, providing leadership opportunities is linked to
other leadership strategies such as, concern for others, an expectation of high
performance, and the provision of inspiration. In explaining the importance of leaders
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promoting the abilities of staff and providing them with opportunities for growth, the
AP used terms such as “blooding”, and giving staff a “chance to fly”. Mary took this
idea even further, stating that, “Part of my job is to almost train people to take my job.
Really, that’s my job” (P2, 430).
As Mary later pointed out, it is counter-productive to employ people with lots of skills
and then tell them what to do. “You employ good people. Why employ them and tell
them what to do. Isn't that what you employ them for” (P2, 796-797). Although Mary
saw delegation as extremely important part of providing leadership opportunities, she
admitted that it was often a ‘hard thing’ for leaders to do, “It’s delegating and then
trusting the other person, and that’s a very hard thing as a leader … I think its
delegating and trusting that they will do the job, but leaving yourself available if they
need to throw ideas past you” (P1, 127-135). Having delegated, it is then, as the
principal explained, important to be available, “… to discuss, reaffirm, confirm,
reassure, that sort of thing (P1, 278). The fact that at times the principal found
delegation difficult was confirmed by the BOT member, who, while acknowledging that
whenever possible Mary gave staff opportunities to use and further develop their skills,
delegation was an area in which the she still needed to do some work. Delegating, as the
AP pointed out, is a delicate balancing act, “… to delegate, but also know that it is your
responsibility” (AP1, 238-239).
Such delegation was evident in the fact that all classroom teachers at Moorpark School,
except for year-one teachers, had responsibilities and leadership opportunities beyond
their classroom. As the AP explained, “It is rare for our teachers not to have a
responsibility, where they are taking leadership beyond their classroom” (AP2, 40-42).
The AP went on to explain that some leadership roles are formal and are thus stated in
that person’s job description and may attract a monetary allowance, but there are also
staff members who take a leadership role in an informal way, which is, “Not part of
their job description, it’s not part of their appraisal …” (AP2, 51-52). The AP’s
statement raises the issue of just what is meant by ‘distributed leadership’ and how it
differs from delegation. Bennett et al (2003, p. 3) describe distributed leadership as, “…
a group activity that works through and within relationships rather than individual
action”. In this way distributed leadership can be distinguished from delegation, which
although giving a sense of ownership, involves authority being ‘handed down from
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above’, and is constrained by specified boundaries relating to the designated role. Thus
the opportunities provided for syndicate, curriculum, classroom, administrative and
student leadership at Moorpark School, described in the next section, included both
delegation and distributed leadership.

Syndicate Leadership
As described earlier, at Moorpark School there were three syndicates, the junior, middle
and senior syndicates, each with a syndicate leader, who, working in consultation with
the principal, had considerable delegated authority in terms of how the syndicate
operated and implemented school policies and procedures. As a result of this delegated
authority and autonomy, each syndicate operated in a different way, within the
parameters of the school’s policies and procedures. As the principal explained,
“Syndicate leaders obviously have leadership of their syndicates and it’s up to them
how they lead their syndicates. Each person has slightly different styles and things and
that’s good (P2, 39-42). The autonomy given to syndicate leaders was confirmed by the
AP and BOT chairperson, who stated that, “The day to day running of these syndicates
is obviously up to the syndicate leader” (AP2, 257-258). “Mary has her team leaders,
syndicate leaders, that she has regular meetings with, and they are very empowered”
(B2, 244-247). The autonomy given to syndicate teams also allowed for leadership to be
distributed amongst other team members.

Curriculum Leadership
Another indicator of the provision of leadership opportunities at Moorpark School was
the role played by designated curriculum leaders. There was at least one staff member
responsible, for each major curriculum area. That staff member consulted with other
staff, had responsibility for the curriculum budget and provided direction and support
for all staff in the given curriculum area. As the principal explained, “They have a
budget and quite honestly, I won't say I don't care, but I don't interfere. How they spend
that budget is completely up to them. When they spend it” (P2, 287-291). Again,
although the curriculum positions were formally delegated, the supportive environment,
and one-year duration of the formal positions, provided opportunities for most teachers
to assume curriculum leadership at some time. As Cardno & Collett (2004) argue,
‘curriculum leadership’ is one term used to describe a school’s core function of teaching
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and learning, and furthermore, this term moves the leadership focus to “encompass the
leadership that teachers themselves exert in the classroom” (p. 16).

Classroom Leadership
Although teachers’ were aware of their accountability and the need to operate within the
school’s policies and procedures, in their classrooms they had considerable autonomy
and played a major leadership role. As the principal described, “… that’s a leadership
role in that they have the responsibility for running their own classrooms, and I will say
to anybody, you plan for you, but you also have to bear in mind that we are
accountable” (P2, 337-344). Teacher leadership at Moorpark School was, thus,
consistent with Andrew & Crowther’s (2002) definition that, “Teacher leadership is
behaviour that facilitates principled pedagogical action toward whole-school success. It
derives from the distinctive power of teaching to shape meaning for children” (p. 154).
What takes place in classrooms is largely controlled by teachers and this in turn has a
great influence on children’s participation and learning (Alton-Lee, 2003; Bishop, 2003;
Hattie, 2003; Silins & Mulford, 2000). As Silins & Mulford (2000) found, “Teachers’
work in the classroom is the strongest predictor of students participation in and
engagement with school” (p. 10).
While teacher leadership within the classroom and wider school setting was extremely
important, leadership opportunities were not restricted to teachers, as general staff also
played an important part in shaping the school’s culture and effectiveness.

General, Administrative ‘Leadership’
The important roles played by general staff members were acknowledged by all
participants, and were perceived as leadership roles by many. When discussing the
important roles played by general staff, the principal noted, in relation to her secretary,
who played a key role in the day-to-day management of money and budgets, “I honestly
couldn’t survive without her” (P2, 230-231). This view was supported by the teacher in
the study, who said of the school secretary, “I don't know how she does her job … it’s
almost the control centre …” (T2, 102-109). In turn, general staff such as Pam, who had
responsibility for the health room and administering children’s medication, obviously
appreciated the degree of responsibility and autonomy she was given. As she explained,
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“my day just has to be very flexible but I have certain guidelines … no-one comes and
stands over me and says you must do such and such (laugh)” (G2, 99-101).

Student ‘Leadership’
Although, in many New Zealand primary schools the leadership and decision-making
roles played by pupils are largely superficial, the student participant in this study felt
that he and other students were able to play a leadership role at Moorpark School. He
gave the examples of peer mediator, sports shed monitor, road patrol monitor and being
on the School Council (S2, 28-32). Such student ‘leadership’ was also acknowledged in
the school’s ERO report:
Peer-mediation enables senior students to learn to handle minor disputes and
provides good modelling for solving conflict. The School Council empowers
students to make a difference and teaches them about active participation in the
life of the school (ERO Review Report, 2003).

In summary, it has been shown that at Moorpark School all staff, both teachers and
general staff, had opportunities for leadership or were, at least, given considerable
autonomy. These opportunities included formal delegated authority such as that given to
the AP, syndicate leaders and curriculum leaders, as well as the informal leadership
opportunities available to all staff as a result of the principal’s willingness to give staff
autonomy and support, and a chance to pursue creative ideas and new ways of doing
things. For Mary though, enabling autonomy and delegating responsibility were
definitely not an abdication of her responsibilities as principal. For Mary, providing
leadership opportunities involved promoting a team approach, sharing responsibility
and workload, delegating authority, giving others the freedom to run with ideas and
make decisions, while also making sure she was available to provide support and
advice, and as principal, accepting that the ultimate responsibility lay with her. The
provision of leadership opportunities at Moorpark School, in conjunction with its core
values, was thus consistent with Crowther et al.’s (2002) definition of parallel
leadership, which is, “a process whereby teacher leaders and their principals engage in
collective action to build school capacity. It embodies mutual respect, shared purpose,
and allowance for individual expression” (p. 38).
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Conclusion

This chapter has examined the third theoretical proposition to emerge from the findings
of this study. This proposition is captured in the following statement:
Effective leadership was perceived by stakeholders at the school to involve leading and
managing processes, which was manifested through:
•

developing structures that involved key individuals, and which were based on
teams, and perceived to be hierarchical;

•

leading and managing staff appointments and non-performance;

•

managing communication, time, meetings, and stress;

•

providing decision-making opportunities;

•

providing leadership opportunities.

Having examined the third theoretical proposition it is apparent that, for stakeholders at
Moorpark School, the strategies involved in leading and managing processes were
considered essential elements of effective school leadership. From a transactional
perspective there were structures and procedures in place at Moorpark School to help
ensure its efficient and effective operation, and from a transformational perspective,
these strategies enabled achievement of the school’s vision and goals, in a way that was
consistent with the school’s core values. However, these processes and structures did at
times also produce barriers. For example, while the team structure encouraged
participation and involvement in decision-making, the hierarchical nature of the
management structure produced barriers and resulted in a perception that some staff
were more likely than others to be involved in the school’s decision-making and
leadership processes (Silins et al., 2000). Despite a genuine concern for others and a
commitment to learning, there were still, as Harris (2004) argues, many internally and
externally imposed barriers to true distributed leadership. The challenge is, as Silins &
Mulford (2000) argue, to ensure that in future, “If teachers are to play a more significant
role in the life of the school, they will have to be given the opportunities to do this
without compromising the work of the classroom” (p. 11).
The findings of this study also confirmed Cardno’s (2002) conclusion regarding teams
in New Zealand schools. At Moorpark School: a variety of teams co-existed; there was
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an influential senior management team; leaders and other teachers engaged in
considerable activity related to team meetings and decision-making; there was a high
expectation for teams to be accountable for decisions and subsequent actions; and there
was a low emphasis on team training and development. The lack of team development
is an issue that will be addressed in the concluding chapter of this dissertation. Unlike
Cardno’s (2002) findings, however, in this study there was not an expectation that the
Principal would be the nominal leader of most teams. Consistent with a shared approach
to leadership, at Moorpark School the principal worked closely with other key staff, but
was designated leader of the senior management team only. All other teams provided
leadership opportunities for other staff members.
As Day et al (2000) also found in England, the values, structures and processes at
Moorpark School resulted in a number of tensions. These tensions were the result of
conflicting needs and values that were an almost inevitable result of a relatively large
number of people interacting, as they undertook the complex processes of teaching,
learning and leadership. In the case of staff non-performance for example, there was a
tension between maintaining the self-esteem of a non-performing staff member and
meeting the school’s commitment to learning and expectation of high performance. In
relation to non-performance there was also, as Cardno (2002) found, a tendency to
downplay non-performance so as not to threaten or embarrass individuals and to
maintain a positive perception of the school and its staff members. Managing
communication and consultation also resulted in a tension between ensuring staff were
well informed and involved in decisions that affected them, and ensuring they had the
time to effectively carry out their core task of teaching. Such tensions also reflected the
inevitable micropolitics of schools (Blase & Anderson, 1995; Bolman & Deal, 1991) as
people used power, influence, conflict and cooperation to achieve their own ends and
those of the school. Despite these tensions, staff at Moorpark School generally felt
supported by others, and participants in the study felt staff were well informed, were
involved in decision-making whenever this was practical, were given considerable
autonomy, and had many leadership opportunities, both delegated and distributed.
Consistent with the findings of a growing number of researchers (Barth, 1990; Crowther
et al., 2002; Day et al., 2000; Gronn, 2000; Harris, 2004; Sergiovanni, 1987; Smylie et
al., 2002), there was a feeling at Moorpark School that an effective school requires a
team effort, and thus, teachers at some point need to assume leadership roles.
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Through examining the three theoretical propositions it has become increasingly
apparent that although the propositions were discussed in discrete chapters there was
considerable interaction between the concepts and strategies examined in each. The
concluding chapter provides an overview of the dissertation, integrates its findings
through consideration of eight key themes, and outlines the implications of the study.
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CHAPTER 8
CONCLUSION

Introduction
The purpose of this study was to investigate stakeholders’ meanings of effective
leadership in a New Zealand primary school. It investigated, from a symbolic
interactionist perspective (Blumer, 1969; Woods, 1992), how these meanings were
developed through stakeholders’ interactions, and how in turn, these meanings
influenced ongoing interactions and leadership practices at Moorpark School.
The following section of this chapter provides an overview of the study’s design,
methodology, significance and findings. The second section integrates the study’s
findings and considers them in terms of eight key outcomes or themes. The third section
discusses the limitations of this study, including the generalisability of the findings. In
the sections that follow, the implications of the study’s findings for the theoretical
literature, for future research, and for policy and practice relating to school leadership,
are considered. In particular, the chapter examines how the findings of this study may
be used to improve the professional development and leadership practices of principals
(Cameron et al., 2004; Piggot-Irvine, 2004; Robertson, 2004) and other school leaders,
in order to enhance school effectiveness and improvement, which is focussed on
students’ achivement.

Overview of the Study
The central research question for this study was: How do stakeholders in a New Zealand
primary school perceive effective school leadership?
The study sought to understand stakeholders’ meanings of effective school leadership,
the actions, interactions and conditions that contributed to the formation of these
meanings, and the effect of these on the leadership practices at Moorpark School.
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Analysis of participants’ meanings of effective school leadership resulted in the
development of three theoretical propositions. Exposition of these theoretical
propositions identified a number of factors that either enhanced or inhibited leadership
at the school.

Significance of the study
Insight into how stakeholders in a New Zealand primary school, with a reputation for
effective leadership, conceptualise and experience leadership was considered significant
for five major reasons. The first was that despite an increasing acceptance by society,
educational researchers and policy makers that leadership is a critical factor in enabling
effective teaching and learning, there is still a distinct lack of empirical data on how and
why this is the case (Day et al, 2000; Hallinger & Heck, 1998; Southworth, 2002).
Second, until recently there has been too heavy a reliance on principals’ perceptions as
the primary source of school leadership data (Day et al, 2000; Owens, 2001). Thus, in
this study, empirical data were gathered from a wide range of stakeholders, whose
perceptions, until recently, have seldom been considered in leadership research. The
third reason this study was significant, is that, while it acknowledged the part played by
the principal, this research considered leadership in the wider sense, including its
distributed nature (Day, 2000: Gronn, 2000; Harris, 2004; Robinson, 2004; Sergiovanni,
1992; Telford, 1996). Fourth, the study recognised the critical influence of a variety of
contextual factors on leadership meanings and practices (Dimmock & Walker, 2000;
MacBeath et al, 1998; Southworth, 2002). Finally, the study’s findings reinforced the
need to enhance the professional development of school leaders, particularly in the
current era of rapid change, increasing complexity, ongoing challenges, and increased
expectations from society and government (Fullan, 2001; Piggot-Irvine, 2004; Rentoul
& Rosanowski, 2000; Wylie, 1997).

Research design and methodology
Guided by the main premise of symbolic interactionism (Blumer, 1969; Woods, 1992),
that meaning is found in the interaction of individuals with their environment, the study
reported in this dissertation sought to investigate school leadership, in context, from a
stakeholders’ perspective. The participants in this study were: the principal, assistant
principal, Board of Trustees chairperson, teacher, general staff member, and student.
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The three main data gathering methods used were concept mapping, semi-structured
interviews and document analysis. The data were analysed using grounded theory
methods of analysis, specifically the use of open and axial coding (Chenitz & Swanson,
1986; Strauss & Corbin, 1990). School documents, such as the schools ERO Report and
staff job descriptions, were also analysed to provide supplementary and confirmatory
data. Through constant comparison of the data with the emerging concepts, key
categories and sub-categories emerged. Finally, as the concepts, categories, and subcategories, and the relationships between them, were further explored, three theoretical
propositions were developed.
In brief, the first of these propositions is that effective leadership was perceived by
stakeholders at Moorpark School to involve establishing core values, which were,
concern for others, a commitment to learning of students and staff, and an expectation
of high performance. The central value, concern for others, was manifested through a
focus on people as individuals, and people respecting and valuing others, making
themselves available to others, and providing care and support for others. Secondly,
effective leadership was perceived by stakeholders at Moorpark School to involve
provision of direction, which was manifested through the articulation of a strong vision,
the use of symbols and ceremonies, the modelling and communication of valued
practices and beliefs, the demonstration of a variety of attributes stakeholders expected
of leaders, and the raising of aspirations for staff and students. Thirdly, effective
leadership was perceived by stakeholders at Moorpark School to involve leading and
managing processes, which was manifested through developing structures that included
use of teams and a management hierarchy; leading and managing staff appointments,
and non-performance; managing communications, meetings, time, and stress; and
providing opportunities for decision-making and leadership.

Outcomes of the Study
Through exposition of the three theoretical propositions in Chapters 5, 6 and 7 a number
of observations were made. These observations are now integrated into eight key
themes relating to stakeholders’ meanings of effective primary school leadership. These
themes are as follows:
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1. effective leadership strategies, as represented in the three theoretical
propositions, are interrelated;
2. effective leadership involves people - their actions, interactions and attributes;
3. leadership is influenced by context;
4. leadership meanings and practices are shaped by a set of core, common values
and provision of a common direction;
5. teams provide structure and process, and leadership opportunities;
6. leadership can be distributed, but this requires particular conditions;
7. the principal plays a key role in effective school leadership;
8. learning is the focus of effective school leadership.

Each theme is now examined in turn.

1.

Leadership strategies, as represented in the three theoretical propositions, are
interrelated

Although the three theoretical propositions, and related strategies, were in this
dissertation examined in discrete chapters that is not to suggest that they exist in
isolation. Figure 8.1 shows the relationships between the three theoretical propositions
and their related strategies. It shows that leadership involves values, vision and
processes in a particular context with a particular group of people, and that to
understand leadership, researchers and practitioners need to understand the nature and
interaction of these components.
Symbolic interactionism (Blumer, 1969; Hargreaves, 1994) is central to this model, as it
is through their interactions that participants in the leadership processes develop their
meanings, and it is on the basis of these meanings that they act. These meanings and
practices are not static, but are continually modified as a result of interactions with and
between people, which in the school setting includes the principal, staff, pupils, parents,
community members and government employees, and their environment.
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As shown in Figure 8.1, and consistent with the findings of Day et al. (2000), the core
values of concern for others, a commitment to learning and an expectation of high
performance, directly or indirectly influenced almost all aspects of leadership in the
case study school. These core values directly influenced the provision of direction, as
evident in the school’s high expectations of staff, common goals, motto, logo and theme
song, all of which focussed on people learning and supporting each other as part of a
team. The core values also influenced leading and managing processes, as evident in
the school’s team structure, and the provision of decision-making and leadership
opportunities for staff.

Establishing Core Values




Concern for others
Commitment to learning
Expectation of high performance

People,
Actions &
Interactions
Principal
Staff
Pupils
Parents
Community
GovernmentAgencies
In a particular
context
Provision of Direction

Leading & Managing
Processes

• Articulating a vision
• Using symbols &
ceremonies
• Modelling valued
practices & beliefs
• Demonstrating attributes
expected of a leader
• Raising aspirations

•
•
•
•

Developing structures
Leading & managing staff
Managing communications
Providing decision-making
opportunities
• Providing leadership
opportunities

Figure 8.1: Model of Effective School Leadership
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The core values were in turn reinforced or modified as the vision and goals were
established, and the leadership strategies and processes were implemented. Driven by
the core values, the vision and related goals also influenced the nature of the school’s
leadership and management structures and processes. For example, the operation of the
school’s senior management team, syndicate teams, and curriculum teams was
consistent with the school’s vision and direction, which focused on people learning
together as part of a team.
The findings of this study, thus, support those of researchers (Leithwood & Duke, 1999;
Spillane et al., 2001; Watkins, 1989) who highlight what Watkins (1989) refers to as the
‘leadership milieu’, which involves the interactions with and between people, the
institutional structures and processes, and the environment or context in which the
institution operates. The following themes focus on how this study’s findings contribute
to a better understanding of the many influences on effective school leadership.

2.

Leadership involves people - their actions, interactions and attributes

Although the major focus of this study was leadership in the broadest sense, whether
considered in the traditional sense of leadership being vested in an individual or in
terms of the more recent conception of leadership being the property of a group (Woods
et al., 2004), people, both leaders and followers, are at the heart of leadership. As shown
in Figure 8.1 and consistent with symbolic interactionism, leadership involves people
with particular values, beliefs, knowledge and attributes, who are active agents (Foster,
1989) in the leadership process. While, as will be discussed later in this chapter, strong
values and beliefs are an integral part of effective leadership, strong values and beliefs
relating to the status quo can also be a barrier to change (Fullan, 2001; Sarason, 1996;
Stewart, 2000).
As argued in Chapter 2, in regards to school leadership, at all levels and from every
aspect, schools are about people (Telford, 1996). In the case of teaching, learning and
leadership in schools, the means, ends, products and processes are all people based.
Furthermore, this study has shown, particularly in regards to the core value of concern
for others, that, in the school setting at least, it is difficult to separate people’s personal
and professional lives. Thus, at Moorpark School the core values and the vision, viewed
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people not only as institutional members, but also as individuals with needs,
commitments, interests and responsibilities outside the school.
With regard to people and the role of individual leaders in the leadership processes, this
study confirmed that stakeholders expected particular qualities in a leader. Furthermore,
it was those people who modelled the values, beliefs, practices, and attributes others
expected of a leader, who were attributed leadership status. As discussed in the first and
the following theme, individuals do not, however, operate in isolation, but are greatly
influenced by their environment or context.

3.

Leadership is influenced by context

As discussed in relation to the purpose and limitations of this study, an implication of
the findings for leadership theory and practice is the influence of context. Leadership at
Moorpark School was shown to have been influenced by national policies and priorities,
community expectations, the school’s structures and process, the values, beliefs and
expertise of the staff, and the abilities and dispositions of the students; however, it was
not these factors in isolation, but the interaction of these contextual factors in specific
situations that had the most significant effect on leadership (National College of School
Leadership, 2003; Owens, 1991). As Deal and associates (Bolman & Deal, 1997; Deal
& Peterson, 1999) argue, even when schools appear to be influenced by similar external
contextual factors, there will be differences in leadership practices as a result of the
complex interaction of immediate contextual factors in a given situation. It is therefore
important that leaders are able to recognise and interpret the variety of contextual
factors relating to their particular school, be aware of changes to these factors, and be
willing to adjust their leadership practices to the complexities of particular situations as
they arise, but at the same time not compromise their own or the school’s core values
and beliefs (Peterson, 2002; .Deal & Peterson, 1999)
This study has thus highlighted the complex and context specific nature of leadership,
and the need for the design and methodology of school leadership research to take into
account such contextual influences.
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4.

Leadership meanings and practices are shaped by a set of core, common values
and the provision of direction

The influence of core, common values
As shown in Figure 8.1 and frequently discussed in other parts of this dissertation,
researchers are increasingly realising that the ways in which educational leaders and
other stakeholders perceive, and act in, particular situations is influenced by their
personal and professional values and beliefs (Day et al, 2000; Dempster & Mahony,
1998; Duignan & Bhindi, 1997). The findings of this study support those of Day et al.
(2000), who showed that each principal, “has a core set of values which drives the ways
in which they react and respond to external and internal change demands” (p. 3).
Furthermore, the nature of the education system results in schools being subject to
unpredictable external forces, over which they have little or no control (Greenfield
1995), and this is accentuated in times of uncertainty and rapid change (Fullan, 1997).
As a result, in the current context of self-managing schools, core values and a common
vision have become an increasingly important aspect of school leadership, as they
provide a focus for stakeholders’ efforts, over which they have some control. Thus, the
findings of this study, consistent with those of Duignan & Bhindi (1997), suggest that in
the school setting, strongly held core values, and a vision based on moral purpose
(Sergiovanni, 1996) play an important role in enabling leaders and other stakeholders to
cope with uncertainty, rapid change, and conflicting needs and priorities.

The provision of vision and direction
Although in this study, the provision of direction was shown to be a key element of
leadership, it is not here considered in detail, as the study’s findings, as examined in the
second theoretical proposition, were consistent with recent research. As argued by
Hallinger & Heck (1998), this study found that school leaders, particularly the principal,
played a direct and significant role in providing direction for the school. However, the
influence of the principal’s beliefs and values (Day et al., 2000) were moderated by all
stakeholders, and once agreed upon, the school’s values and vision were reinforced
through use of symbols and ceremonies, which at Moorpark School included the use of
the school’s logo, motto and ‘Team Song’. The findings of this study also highlighted
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the important part leaders’ modelling of the school’s valued practices and beliefs plays
in establishing the school’s vision, and in determining an individual’s status as a leader.
As Deal & Peterson (1999) argue, everything leaders do gets people’s attention and
sends strong signals to others.
As will be argued later in this chapter, the influence of context, values and vision on
school leadership have significant implications for the planning and implementation of
professional learning and development programmes for principals and other school
leaders, and on their day-to-day practices.

5.

Teams play an important role in primary school leadership

Consistent with the findings of Cardno (2002), teams were central to the structures and
processes of the case study school. The teams also played an important part in
reinforcing the school’s core values, vision and ‘family’ culture, and in achieving its
goals. Teams also contributed to the school’s leadership and management processes,
including the provision of opportunities for decision-making and leadership. As in many
other school’s (Cardno, 2002; Ehrich & Cranston, 2004; Wallace, 2002), the most
influential team, in terms of leadership and decision-making, was the senior
management team (SMT), and, again, consistent with Cardno’s (2002) findings and the
case study school’s expectation of high performance, there was an expectation that the
teams, such as SMT and three syndicates, would be accountable for their decisions and
subsequent actions.
The findings of this study also support the findings of various researchers (Bell, 1992;
Cardno, 2002: Chrispeels, Castillo & Brown, 2000; Duignan & Bhindi, 1997), who
have found that although teams play an increasingly important leadership role in
schools they receive very little, if any, planned, team training and development.
Chrispeels et al (2000) argue that teams need training to develop positive internal
working relationships and the skills to work effectively with other groups in their
school. However, in the case study school, like most others in New Zealand (Cardno,
2002), it was expected that teams would somehow have the skills to operate effectively,
and even when it was found that one syndicate was not performing as expected, staff
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were spoken to individually, but no attempt was made to provide learning and
development opportunities for that team as a whole.
This study thus reinforces the efficacy of teams to perform a variety of leadership and
management functions in primary schools, including their potential to enable school and
individual goals to be met, and to facilitate distribution of leadership. The study also,
however, highlights the need for team training and development if teams are to be
effective.

6.

Leadership can be distributed, but this requires particular conditions

As evident in the literature and findings of this study (Chapter 7), there are two major
rationales for distributed leadership. The first, a moral rationale, implies that for
egalitarian and democratic reasons all institutional members should have the
opportunity to play a leadership role (Sergiovanni, 1992). The second is a functional
argument, that because of the complexity and magnitude of leadership today a single
person cannot accomplish all of the tasks required (Elmore, 2000). In addition, recent
research (Harris, et al., 2003; Silins & Mulford, 2002) also suggests that shared or
distributed leadership results in improved learning for students.
As already discussed in this chapter, and confirmed by the principal in this study, one
important reason for providing leadership opportunities was to meet the learning and
development needs of staff and give them a chance to be involved in decision-making.
It was also evident that the principal was aware she did not have the knowledge and
skills, or the time, to assume leadership responsibility in all areas.
The findings of this research confirmed a number of factors identified in recent research
(Bennett et al., 2003; Silins & Mulford, 2002; Woods et al., 2004) as being conducive to
the development of distributed leadership. The first was the role that principals’ play in
enabling distributed leadership through developing structures and processes, and a
school culture conducive to such leadership. In the current study structural factors
conducive to the distribution of leadership included the delegation of authority to the
senior management team and syndicate leaders, and a culture and values that
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encouraged openness, mutual respect, positive social relations and trying new ideas. In
general, the findings of this study were consistent with other recent research (Bennett et
al., 2003; Woods et al., 2004) in identifying a need to encourage, develop and nourish
teachers’ capacities for contributing to and sharing leadership.
This study, consistent with other recent research (Oduro, 2004; Harris, 2004), also
identified factors that militated against the distribution of leadership. One such factor
was a feeling by teachers that they did not have enough time to effectively perform all
the tasks expected of them, which meant they were less likely to want to take on ‘extra’
leadership responsibilities. Secondly, the hierarchical management structures of the
school, the demarcation of positions and pay scales nationally, and the ‘external’
accountability of principals, all acted as disincentives for the principal to provide open
opportunities for distributed leadership. It is not surprising, therefore, that at the case
study school, as in many New Zealand schools (Cardno, 2002), leadership opportunities
were most often provided through formal delegation, rather than open, distributed
leadership, as this enabled the principal to provide leadership opportunities and use the
expertise of other staff, while maintaining ultimate control. However, the supportive
principal and collaborative culture in the case study school, resulted in staff who did not
have formally designated responsibilities, also ‘spontaneously’ (Harris, 2004; Woods et
al., 2004) taking on leadership roles related to their areas of interest and expertise, and
being attributed leadership status by their colleagues.
As evident from the findings of this study, despite the actual and perceived advantages
of ‘distributed leadership’ it is a term that is neither conceptually clear nor consistently
used, and a practice for which there are a considerable number of barriers in the current
hierarchical school system. What, then, is the role of the principal wishing to establish
effective distributed leadership in a self-managing school? On this issue Hallinger and
Heck (1999) state, “Concerted effort is needed to define and investigate leadership more
broadly while simultaneously maintaining a focus on leadership that emanates from the
principal’s office” (p. 186).
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7.

The principal plays a key role in effective school leadership

Research findings show that principals continue to be central and dominant figures in
their schools (Nias et al., 1989; Southworth, 1995), even in schools where there is
distributed leadership (Wallace, 2002). When asked, principals perceive themselves to
be at the apex of the leadership structure (MacBeath et al., 1998), as was the perception
of participants in this study, or as Fullan (2001) described, at the centre of a complex
myriad of human relationships. All participants in this study mentioned, and were
accepting of, the central and powerful role of the principal. All participants were
appreciative rather than critical of her central role, because of her genuine concern for
staff and students, and her willingness to provide support, and leadership and decisionmaking opportunities, for others.
As discussed in the previous section, in the current self-managing schools system there
is great pressure on the principal, as designated leader, to be accountable for effective
and efficient financial management, to maintain a positive image for the school in the
community, and to ensure effective teaching and learning. As ‘the buck stops with the
principal’, it is not surprising that, principals are inclined to retain a central and
dominant role within the school. Interestingly, at Moorpark School the teaching staff
and other stakeholders did not see the principal’s dominant role as restricting their
leadership opportunities. In fact they saw it as providing personal and professional
support, and absorbing some of the pressure resulting from external demands and
accountability in a period of ceaseless change. From the teacher’s perspective, it was
not the dominant role of the principal that caused frustration, but the roles played by
middle management. Thus, it was the provision of leadership opportunities for other
staff, rather than the dominance of the principal, that caused frustration.
The findings of this study identified a seeming contradiction between the hierarchical
management structure and the genuine desire on the part of the principal to provide
decision-making and leadership opportunities for staff. This contradiction, it would
seem, is not unique to Moorpark School or to New Zealand, as Wallace (2002) found
that in the United Kingdom, “school leadership and management are hierarchical but
also quite widely distributed” (p. 167). In relation to Senior Management Teams
(SMTs), Wallace & Hall (1994) explain the acceptance of this situation by staff in terms
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of a ‘culture of teamwork’ that encompasses two sets of what at first seem to be
contradictory norms. As was the case in this study, they found that team members
accepted a management hierarchy, with the principal at its peak, and also believed in the
entitlement of all SMT members to make an equal contribution to team discussion and
decisions. While the findings of the study reported in this dissertation are consistent
with those of Wallace & Hall (1994) in regards to the internal operation of the SMT, the
teacher in the current study, who was not a member of this team, did not attribute
leadership status to all members of the SMT and saw the hierarchical management
structure as a barrier to distributed leadership and effective decision-making.
In order to overcome barriers such as that identified by the teacher, it is neither practical
nor ethically acceptable (Southworth, 1995) for principals to play a more dominant role,
and further reduce the decision-making of other staff. Principals, do though, have an
important role to play in initiating and supporting the professional development of
teams and their leaders so that they have the skills to operate effectively as a team and
gain the support of those outside their team. As Cardno (2002) concluded in regards to
leadership teams, “Principals, as the leaders of the leadership team in a school, are also
gatekeepers in a position to influence (positively or negatively) the potential for team
learning” (p. 221).
Whether working with individuals or teams, and regardless of the degree of leadership
distribution, the findings of this study and other research in New Zealand (Stewart,
2005; Gibbs, 2005) and internationally (Campbell-Evans, 1993; Peterson & Deal, 1998;
Sarason, 1996), suggests that a major role of the principal is to provide cohesion and
direction. As Campbell-Evans (1993) argues, “It is the principal who binds together the
various threads of ‘values, leadership, vision and culture’ ” (p. 110). Furthermore, it is
argued (Campbell-Evans, 1993; Silins & Mulford, 2000; Stewart, 2005), that in such a
culture, learning and reflection should be the dominant characteristics.

8.

The focus of effective school leadership is learning

Although participants in this study did not refer to ‘enabling learning’ as a key
characteristic of a leader on their concept maps, the overall findings of this study
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confirmed that learning, particularly children’s learning, was the ultimate goal of all
school activities. The importance of learning was reflected in the school’s core value of
a commitment to learning, which involved the learning of students, teachers and the
principal. These findings are consistent with those of Robinson (2004), who argues, that
there is a “nationally increasing emphasis on educational leadership, that is, the
leadership of teaching and learning” (p. 40). Similarly, the report to the New Zealand
Ministry of Education by Robinson, Eddy & Cameron (2003) also emphasises the
relationship between educational leadership and students’ learning and achievement.
Teachers’ learning was not referred to as frequently as students’ learning by participants
in this study, and when it was referred to it was often in terms of teachers’ professional
development being driven by Ministry of Education requirements. This study, therefore,
questions how teachers’ individual learning-needs can be better met, in a period of rapid
change and in conjunction with national, Ministry-driven initiatives (Fancy, 2004, New
Zealand Government, 2001). The availability and the type of learning and development
opportunities for principals is also highlighted by the findings of this study. Professional
development opportunities need to be provided for principals and other school leaders
to enable them to reflect on and articulate their beliefs and leadership practices.
Although Schön (1991), argues that leaders, like other practitioners, “often reveal a
capacity for reflection on their intuitive knowing in the midst of action and sometimes
use this capacity to cope with the unique, uncertain, and conflicted situations of
practice” (viii-ix), this is not something leaders often find or make time to do as part of
their day-to-day activities. Robertson (2004) points out that awareness of one’s intuitive
thinking usually grows out of articulating it to others and this has implications for the
forms of professional development provided for principals. As will be discussed later in
this chapter, formal professional development opportunities need to be made available
to principals to enable them to articulate and reflect on their beliefs and practices
(Robertson, 2004; Stewart, 2000; Piggot-Irvine, 2004).
It is only recently that formal professional development has been systematically
provided in New Zealand for new principals through the First Time Principals Induction
Programme (Cameron et al., 2004) and for principals with five or more years'
experience, through the Principals' Development Planning Centre (PDPC). The study
reported in this dissertation highlights a need to address the barriers to teachers’ and
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principals’ learning because as Fullan (1993) states, “You cannot have students as
continuous learners and effective collaborators, without teachers having the same
characteristics … it is simply not possible to realise the moral purpose of teaching –
making a difference in the lives of students – without similar developments in teachers”
(p. 46).
As discussed earlier in this chapter, as a result of the frequent use of teams in primary
schools and noting the ineffectiveness of at least one team at Moorpark School, the
study identified a growing need for the learning and development of teams (Cardno,
2002; Chrispeels et al, 2000; Palmer et al., 2001), as well as individuals, if teams are to
play a part in enhancing distributed leadership and decision-making, and school
effectiveness.

In summary
The eight key themes addressed in the previous sections of this chapter show that at
Moorpark School, people were the heart of leadership; people who, through their
interactions in a particular context, developed meanings that influenced, and were in
turn influenced by, the school’s leadership practices. Central to these meanings and
practices were a set of core, common values and the provision of a common direction.
The people-based focus of the values and leadership practices were not, however, a soft
option as these were complemented by effective structures and processes, and an
expectation of high performance from staff and students. While leadership opportunities
were distributed throughout the school this was moderated by a hierarchical
management structure and a strong, effective principal, who modelled the attributes
stakeholders expected of a leader and played a dominant role in the school’s decisionmaking. Teams also played an important human and administrative function at the
school, by providing a means of communication and decision-making, and opportunities
for learning and leadership. Finally, central to the purpose of the school, and so much
part of the school culture that it was almost taken for granted, was a focus on the
learning and development of students, and also that of staff.
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Limitations of the Study
The themes outlined in the previous section and the implications discussed in the next
section should be considered in light of two limitations surrounding this study. The first
limitation stems from the study’s use of purposive sampling (Silverman, 2001, p. 250)
and criterion-based (LeCompte & Preissle, 1993) selection, thus, the school chosen for
this study was not intended to be representative of the general population of New
Zealand primary schools. It will be recalled, that the chosen school was a relatively
large, urban primary school in a high socio-economic area, and that the school was
selected as a result of its reputation for effective leadership practices, as assessed by the
Education Review Office and perceived by those in the school and wider education
communities.
The second limitation, which is related to the first, is that because the study focuses on a
single school, it could be argued that the findings of the study are limited. However, as
argued in Chapter 3, this study was primarily concerned with reader generalisability
(Burns, 1994), and not with the generalisability of results. As Burns (1994, p. 327) has
explained, reader generalisability is a process by which readers decide the extent to
which the researcher’s case is similar to, and likely to be instructive to, theirs. Thus,
having provided a rich description of the context and findings, and a detailed account of
the methodology, it is left to the reader to decide on the trustworthiness of the findings
of this study and the extent to which they can be generalised to other situations.
Furthermore, although the findings are unique to the case study school and participants,
the use of theoretical propositions as the basis for discussion, explanation and
interpretation of the findings, means that the findings of this study could be used to
inform theory and practice, in a range of settings.

Implications of the Research Findings
Despite the limitations outlined in the previous section, the findings from this study are
likely to be of interest, and prove relevant, for researchers in the area of educational
leadership, practising principals, other school leaders, school stakeholders, educational
policy makers, and developers of leadership professional development programmes.
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The implications of the study’s findings for the theoretical literature, future research,
and leadership policy and practices, will now be considered, in turn.

Implications Of The Research Findings For The Theoretical Literature
The relevance of the findings of this study to the leadership literature was discussed in
the three previous chapters and mentioned in earlier sections of this chapter. In this
section, the key contributions of the study’s findings to the theoretical literature are
emphasised in regards to two areas; the people-based and values related aspects of
leadership, and the nature and outcomes of distributed leadership.

People-based and values related aspects of leadership
The meanings and experiences reported by participants in this study suggested that there
was a common set of core values, and a common understanding of the school’s vision,
both of which had a particular focus on the needs of people as individuals. The findings
thus reinforced the current interest in people–based (Barth, 1990; Leithwood et al, 1996;
Vogt, 2002), values-driven (Day et al, 2000; Sergiovanni, 1992), post-transformational
(Leithwood et al, 1999) leadership concepts and theories. In identifying the importance
of values and concern for others, attention was also drawn to the part personal
(Goleman, 1995) and group (Druskat & Wolff, 2001) emotions play in the processes of
leadership and change (Fullan, 1997; Hargreaves, 1997). Accordingly, the theoretical
literature on school leadership may need to consider further the emotional, people-based
and values-related aspects of school leadership and the extent to which these influence
effective leadership.

The nature of distributed leadership
A second implication of the findings from this study is a critique of the current focus on
distributed leadership in a variety of guises (Day, 2000; Gronn, 2000; Spillane et al,
2001) including the desire to replicate leadership at various levels of the school
(Crowther et al., 2002; Harris, 2002). The study’s literature review identified a recent
proliferation of terms and concepts closely related to distributed leadership, and the
findings of the study identified both strengths and limitations to its use. In this regard,
Oduro (2004) sees a need to differentiate the use of various terms, often used
synonymously with distributed leadership. Oduro (2004) refers to four types of
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distributed leadership; disbursed leadership, collaborative leadership, democratic
leadership and shared leadership; each of which involves something that is done with
others, not something that somebody does to another. Although some researchers
(Bennett et al., 2003; Harris, 2004; Oduro, 2004; Woods et al, 2004) are beginning to
unravel the concept of distributed leadership, only a few studies have attempted to
determine the distinctive characteristics and effects of distributed leadership, and the
factors that influence its nature and impact. Whilst it is difficult to deny the moral
appeal and practical advantages of distributed leadership in schools, there is limited
empirical data to confirm its positive effects or to show how it can be successfully
implemented. As Storey (2004) argues, “The call for distributed leadership leaves more
questions unanswered than it actually appears to resolve” (p. 250). There is thus
considerable need for greater theoretical clarity in regards to distributed leadership, and
for further research into its practice.
In summary, the findings of this study have implications for the theoretical literature by
identifying a need to focus on the people-based, values-driven nature of school
leadership and the importance of both individual and group emotional development, and
in confirming a need to increase understanding of the conceptualisation and practice of
distributed leadership.

Implications of the Research Findings for Future Research
This section describes two major areas identified from the findings of this study as
requiring further research. The first, is the need for studies similar to that reported in
this dissertation to be undertaken in a variety of contexts, and the second, as introduced
in the previous section, is a need to gain further empirical data in regards to the
relationship between distributed leadership and strong principalship.

Undertake similar research in a variety of contexts
As was one of its purposes, this study has fulfilled an identified need (Day et al, 2000;
Southworth, 2002; MacBeath et al, 1998) to add to the slowly growing body of
empirical research on school leadership, particularly that designed to gain stakeholders’
perspectives. However, as the findings of this study are based on data from a single
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school, leadership theory and practice would benefit from similar studies in a wide
range of school contexts. The findings of this study, and the efficacy of its
methodology, suggest that future studies should also gather data from a range of
stakeholders and take into account the influences of context on school leadership.
Contextual factors to be considered could include, the gender of the principal, the
experience of the principal, the experience of other staff, the length of time the principal
had been in that school, the size of the school, the age range of the school’s students,
and the geographic location and socio-economic status of the school community. For
example, a key finding of this study was that school leadership meanings and practices
were strongly influenced by the core value of concern for others. As the principal in this
case study school was female and as concern for others is closely related to an ethic of
care, which is prevalent in the feminist leadership literature (Noddings, 1984; Vogt,
2002), this raises the question, about whether the findings would have been similar in a
school with a male principal. Another major issue is that this study examined leadership
in a school considered to have effective, if not exemplary, leadership practices. What
would the reported meanings and leadership practices be in a school where the
Education Review Office and school community had concerns about the leadership
practices? Similarly, the present study was in a well-resourced, well-supported school in
a high socio-economic area. Would similar results have been found in a school in a low
socio-economic area? Data from studies in a variety of primary schools, using a similar
methodology to that reported in this dissertation, would provide a more comprehensive
understanding of how stakeholders perceive and practise leadership in a variety of
school settings.

The relationship between distributed leadership and strong principalship
As examined in the third theoretical proposition and considered as a key theme and
theoretical implication of the studies findings, in this chapter, the nature of distributed
leadership and its relationship to strong principalship (Nias et al., 1989; Southworth,
1995; Wallace, 2002) is a second issue that warrants further study. There is a need for
further research into the conceptual underpinnings, key characteristics and outcomes of
distributed leadership, and the place of the principal, as designated ‘leader’, in these
processes. The findings from this study suggest that in New Zealand’s current system of
self-managing schools, where the principal, in conjunction with the BOT, is ultimately
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accountable for the performance of the school, there is a place for strong principalship
(Thew, 2002) in conjunction with delegated and distributed leadership. Further research
would help determine the relationship between strong principalship and distributed
leadership in effective, continually improving, self-managing schools. This in turn
raises a related issue requiring further research, and that is the relationship between
leadership processes and sustainable school improvement (Harris, 2004).

Implications Of The Research Findings For Policy And Practice
Findings from this study have been shown to have implication for school principals,
other school leaders and practitioners, and those designing, developing and delivering
professional development and learning for school leaders. Two major implications will
be considered here: the need to consider personal-professional values in professional
development programmes for principals, and the need for team learning and
development.

The need to consider values in professional development programmes for principals
As identified in other recent school leadership research (Newman 2004), the findings of
this study suggest that a set of core values are critical to developing the vision, goals,
culture, and leadership practices of a school, and as such an examination of the moral
purposes of schools, together with core values and beliefs, should play a more
prominent part in the professional development of principals and other school leaders.
Providing such opportunities would seem even more important given the findings of
Argyris (1976) and Argyris (1999) that the theories people espouse are often not the
theories that they actually use in problem solving situations. Schön (1983) argued that
when people are asked what they would do in a certain situation, the answers they give
are their espoused theories of action, which influence, but are not always the same as,
their theories-in-use. Furthermore, leaders are often not aware of the discrepancy
between their espoused theories and their theories-in-use (Robertson, 2004).
Stewart (2000) and Robertson (2004) argue for professional development activities that
enable leaders to better understand and articulate their own values and beliefs, and to
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understand how these differ from those of others. They argue that there is a need to
induct principals into reflective thought and action, through professional groups
(Stewart, 2000) or peer coaching (Robertson, 2004), committed to reflective dialogue
and an educational, rather than a managerial, approach to professional development.
Robertson (2004) argues that such reflective activities are an effective means of
professional development for leaders, because they help to close the gap between
leaders’ espoused theories, which are often closely aligned to the their values and
beliefs, and their theories in action (p.46).
School leaders, therefore, must be given the opportunity to examine their own values
and beliefs in relation to, those of leaders in other schools, colleagues in their own
school, and parents in their community, and in relation to government policies and
priorities (Thrupp & Wilmott, 2003). Leaders need to understand how their values and
beliefs influence their interactions with colleagues and their decision-making and
leadership practices. They also need to understand how their actions communicate their
values, beliefs and priorities to stakeholders (Deal & Peterson, 1999), and that such
behaviours play an important part in determining whether or not they will be attributed
leadership status by other stakeholders. An examination of one’s own values and beliefs
and their possible effects, would therefore seem to be an essential element of
preparation programmes for principals taking up their first appointments and should be
given a more prominent place in the ongoing development of principals at later stages
of their careers.

The need for team learning and development
A second major implication of the findings of this study for leadership practice is
related to the increasing use of teams in schools (Cardno, 2002; Chrispeels et al., 2000).
Although in the case study school, as in other schools (Cardno, 2002) there were
multiple teams operating, there was a low emphasis on team learning and development.
Cardno (2002) believes that if teams are to improve their effectiveness;
Leaders themselves should be challenged to learn and model productive
dialogue in the context of team action. Unless leaders are motivated to make
this kind of team development a priority, the potential for teams to
contribute to organisational learning will not be realised” (p. 211).
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Similarly, Chrispeels et al., (2000) point to a need to train school leadership team
members in group process skills, which include: planning, problem solving, effective
communication, meetings, decision-making, interpersonal relations, understanding of
self, and team dynamics. They argue that teams need positive internal working relations,
as well as the skills to work effectively with other groups in their school. As Druskat &
Wolff (2001) argue, there is a need to develop not only the emotional intelligence of
individuals (Goleman, 1995), but also the emotional intelligence of teams. In practice,
such team learning and development requires the principal or another school leader to
take responsibility for ensuring teams have time to clarify their purposes, enhance their
knowledge and skills, and undertake regular reviews of their purposes and effectiveness.

Conclusion
This study, Stakeholders’ Meanings of Effective School Leadership: A Case Study in a
New Zealand Primary School, has sought to understand stakeholders’ meanings and
experience of leadership in a New Zealand primary school. The stakeholders’
perceptions of leadership have been used to identify a number of key factors that need
to be considered in order to enhance primary school leadership, with the aim of
improving teaching, and ultimately enhancing students’ learning. Stakeholders’
meanings of effective school leadership that emerged from this study were examined
through three theoretical propositions, which focussed on: establishing core values,
providing direction for the school, and leading and managing processes. Further
examination and integration of the concepts arising from these theoretical propositions
produced eight key themes, as discussed in this chapter. In brief, these themes were that:
leadership strategies, as represented in the three theoretical propositions, are
interrelated; leadership involves people - their actions, interactions and attributes;
leadership is influenced by context; leadership meanings and practices are led by a set
of core, common values, and a common vision and direction; teams provide structure
and enable processes, and leadership opportunities; leadership can be distributed, but
this requires particular conditions; the principal plays a key role in effective school
leadership; and learning is the focus of effective school leadership.
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The study’s literature review identified that although leadership is considered to be an
integral component of an effective school (Leithwood & Jantzi, 2000), there is limited
empirical data to inform how and why this is the case (Southworth, 2002). Furthermore,
current school leadership concepts and theories are largely based on the views of
researchers and principals, and take little account of the perceptions of other
stakeholders involved in this complex process (Day et al., 2000, Southworth, 2002). It is
in providing empirical data from a cross-section of stakeholders that this study has made
a particular contribution to school leadership theory and practice. Furthermore, the
methodology and findings from this study have confirmed that only simplistic answers
to leadership theory and practice will be found, unless the contextual nature of
leadership and the meanings of all those involved in these processes are considered.
It could be argued that the findings of the study reported in this dissertation are limited
because the study focused on a single school. However, to enable reader generalisability
(Burns, 1994) a rich description of the context and findings, and a detailed account of
the methodology are provided, and theoretical propositions are used as the basis for
discussion, explanation and interpretation of the findings. These steps enable readers to
decide the extent to which this case is similar to, and/or likely to be instructive of, their
own, and thus, enable the findings of this study to be used to inform theory, research
and practice, in a range of settings.
In conclusion, while the study confirms that there is still much to be understood about
effective school leadership, the findings also demonstrate that effective leadership
exercises a powerful effect, even if in many cases indirect, on school effectiveness and
students’ learning. In providing further empirical data based on an in-depth study of the
meanings of effective leadership of a range of stakeholders in the school leadership
processes, this study has added to the understanding of effective school leadership
theory and practice. It has shown that effective leadership involves values, vision and
processes, and that above all else, leadership involves people who are active agents in
this complex process. It has shown that while in an effective school all staff need the
opportunity to learn and to lead, leadership is enhanced by a confident, competent
principal, driven by a set of core values, that are understood and accepted by all
stakeholders. Such core values include concern for others, a commitment to learning
and an expectation of high performance.
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Appendix 1: An Overview of the Research Design and Methodology
Research Question: How do stakeholders in a New Zealand primary school perceive effective primary school leadership?
Guiding Questions

Symbolic Interaction
Premises

Research Methods

Grounded Theory Methods
of Data Analysis

Outcome

What are the
participants’ meanings of
an effective leader in a
primary school, and in
particular, effective
primary school
leadership?

Human beings act
toward the things in
their environment on
the basis of the
meanings that these
things have for them.

Concept mapping

Examine the context,
conditions and phenomenon

Concept maps and summary of
key elements

Develop initial categories
through open coding

Coded interview transcripts and
evolving categories

What conditions, actions
and interactions
influenced participants’
meanings?

Meanings derive
from the social
interaction between
and among
individuals.

Concept map
explanations

Explore contexts, causes,
conditions and interactions.

Semi-structured
interviews

Memos & diagrams

Meanings are
handled in, and
modified through, an
ongoing interpretive
process.

Interviews

What effects have these
ongoing actions and
interactions had on
leadership at the school
and on the participants’
evolving
conceptualisations of
leadership?

Semi-structured
interviews

Initial analysis grids

Document analysis

Document analysis

Refine categories and
develop sub-categories and
relationships through axial
coding.

Categories & subcategories
Description and explanation of
context, causes, conditions,
interactions.
Modified analysis grids

Investigate consequences
for leadership at Moorpark
School

Consequences, meanings,
understandings, beliefs & values

Explore evolving meanings

Thick descriptions

Leadership strategies and model
Propositions and discussion
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Appendix 2: Information Sheet for Participants

Information Sheet
Leadership in a New Zealand Primary School

Investigators:
Professor Neil Dempster
School of Curriculum, Teaching and Learning
Phone 61 7 3875 5647
Email n.dempster@mailbox.gu.edu.au
Dr Simon Clarke
School of Curriculum, Teaching and Learning
Phone 61 7 3875 5893
Email simon.clarke@mailbox.gu.edu.au
Barry Brooker
Christchurch College of Education
Phone 343 7725
Email barry.brooker@cce.ac.nz
This research project will fulfil part of the requirements of the Doctor of Education (EdD)
at Griffith University, Australia, for Barry Brooker, who will be gathering and analysing
the data. The project will be supervised by Professor Neil Dempster a noted researcher in
Educational Leadership and Dean of Education at Griffith University. The second
supervisor will be Dr Simon Clarke from Griffith University, also an experienced
researcher in the area of educational leadership.
This project involves research into leadership in a New Zealand primary school. It is the
researcher’s belief that schools require a special kind of leadership, that is at present not
sufficiently understood. To gain a better understanding of school leadership requires
information from a cross-section of people involved in the school leadership process.
In this research project, the information will be gained from the principal, two teachers, an
administrative assistant, a student (pupil) and a parent. Early in the project the participants
will individually work with the researcher to discuss, and show diagrammatically, what
they think makes a good school leader. This will take approximately 90 minutes. Later,
participants will be individually interviewed by the researcher, for approximately an hour,
regarding leadership in their school. In both cases the discussions with the researcher will
be audio-taped, and transcribed prior to analysis. The audio tapes will be erased following
transcription.
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It is intended that the research project will provide information that will result in a better
understanding of school leadership, in general, and leadership in your school, in particular.
Any information you provide will remain confidential to yourself and the researcher.
Neither your name nor the name of the school will be used at any time.
You may contact any of the investigators, through the contact numbers provided, about any
matter of concern regarding the research.
You will receive feedback at the end of the data gathering and data analysis phases. At
these times you will be given an opportunity to check that the data accurately represents
your point of view.
Participation in the project is completely voluntary and participants may withdraw from the
project at any time without explanation.
The University requires that all participants be informed that if they have any complaints
concerning the manner in which a research project is conducted it may be directed to the
researcher, or, if an independent person is preferred, either
The University’s Research Ethics Officer, Office for Research, Bray Centre, Griffith
University, Kessels Road, Nathan, Qld 4111, telephone (07) 3875 6618,
or
The Pro Vice-Chancellor (Administration), Bray Centre, Griffith University, Kessels Road,
Nathan, Qld 4111, telephone (07) 3875 7343.
Thank you for your assistance with this research project.
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Appendix 3: Sample Participant Consent Form

Pupil Participant Consent Form
Leadership in a New Zealand Primary School
As explained on the Information Sheet, this project seeks to gain a better
understanding of school leadership, through an activity that considers school
leadership as a concept and through an interview relating to leadership in your son’s
school.
Feedback will be provided to yourself and your son at the end of data gathering and again
when the data has been analysed. All information collected will be treated as confidential.
Neither the name of the school nor the name of the participants will be used in any written
record of the project.
Would you please complete the consent form below, and return it in the enclosed envelope.
Thank you again for your assistance.
Barry Brooker
……………………………………………………………………………………
I have read the information sheet and the consent form. I agree to my son participating in
the Leadership in a New Zealand Primary School research project and give my consent
freely. I understand that the project will be carried out as described in the information
statement, a copy of which I have retained. I realise that whether or not I allow my son to
participate is my decision and that this will not affect my son’s studies or my involvement
with the school. I also realise that my son can withdraw from the project at any time and
that neither he nor I need to give any reasons for him withdrawing. I have had all questions
answered to my satisfaction.
Signatures:
………………………………………………………………
Participant

…………….
Date

………………………………………………………………
Parent / Caregiver(s)

…………….
Date

………………………………………………………………
Parent / Caregiver(s)

…………….
Date

………………………………………………………………
Investigator(s)
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…………………
Date

Appendix 4a: Principal’s Concept Map
An Effective
Leader in a
Primary
School
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not
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Appendix 4b: Student’s Concept Map

An Effective
Leader in a
Primary

i s abl e
to

solve
problems

is

can

is

sets
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standard
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a good
role
model

gi ves

uses

give
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able to
make
decisions

everyone
a fair go
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influence
learning

think
outside
the
square

other
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others
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lots with others

gives a bad
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because

everyone
makes a
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blame to
others

Appendix 5: Interview Guide

Indicative Guiding Questions for School Leadership Interviews
1.

Please tell me as much as you can about leadership in this school
The interview will focus on the ideas raised by participants in answer to
Question 1.

Other ideas to be addressed later in the
interview, if not already discussed by the
participant, are outlined in Questions 2 – 6.
2.

How is the school organised in terms of responsibilities and decision-making?

3.

How do the principal and other staff help ensure the school runs smoothly on a
day-to-day basis?

4.

How do the principal and other staff help ensure that long-term goals are
established and met?

5.

How are the personal and professional needs of the staff, including the
principal, met?

6.

How and to what extent is leadership and decision making shared in this
school?

7.

What values and beliefs are important in this school?
What key words or phrases best describe the culture or feel of this school?

8.

How do leadership and management at the school influence teaching and
learning?
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Appendix 6a:
Sample Pages from Assistant Principal’s Interview Transcript
(Three of 34 pages)
The following Interview is to be read in association with a doctoral thesis written
by Barry Brooker tentatively entitled: Stakeholders’ meanings of effective
primary school leadership.
Key Details:
[
(.4)
(.)
( )
(word)

indicates point at which a current speaker’s talk is overlapped by another’s talk
indicates elapsed time in silence in tenths of a second
indicates tiny gap
indicates the transcriber’s inability to hear what was said
possible hearings
(Silverman, 1993: 118)

INTERVIEW: Assistant Principal
7 May 2003

1

I
AP

Interviewer
Assistant Principal

I

As I said we are going to be talking about things directly relating to this particular

2

school and the first question in some ways is some ways the hardest because its

3

completely open and all I want, well not all because its quite an undertaking, I just

4

want you to tell me about leadership in this school as you see it. As broad as that.

5

AP

Leadership as I see it. But you're not defining the leadership?

6

I

Oh, wide open at this stage.

7

AP

So you're not defining it as sort of principal, senior teacher, that kind of management

8
9

type leadership. You're just leaving it as leadership?
I

10

Well I think you've already perhaps told me the first bit. Perhaps you can elaborate on
those levels that you're talking about.

11

AP

Um

12

I

And are they important in this school.

13

AP

Because I see, I mean I see it in very different levels. See, either got it really

14

defined to the job description and to the management structure, or you've got it um as

15

part of certain characteristics of certain people and staff.
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16

I

17
18

Beaut. Can you tell me about both. That’s absolutely marvellous. (laugh). Now I can
have two stories. So which one do you want to start on?

AP

19

You've got me on a very bad day too. Um, right, well what I'm saying by that is that
you've got people who take initiative

20

I

Yes

21

AP

So you've got, if you take a school like ours, you've got people who have um set up

22

things like sports academies who've taken (.) who set up Kapahaka groups, so

23

they've taken an idea, a project, and they have determined what the project, what the

24

aim of the project, the people involved, the objectives you know, the sports uniforms or

25

whatever is actually needed. So they're taking leadership of a component of extra

26

curricula if you like, so beyond their classroom.

27

I

Yep

28

AP

So you have those kind of people in our school and quite a few of them. So we have a

29

lot people, particularly in the areas of sport, in areas of music, who take a role of

30

leadership that is not recognised within unit structures within middle management

31

or you know. These are people who are beavering away beyond being a general

32

classroom teacher.

33

I

Yep. So they've taken leadership role even though they do not have a title.

34

AP

Absolutely

35

I

Yep

36

AP

And we have most of our staff doing something in that respect. Whether it be

37

gymnastics, clubs, dance groups. You know, the sort of lunchtime, after school, even

38

weekend commitments so a lot of them taking leadership in a field. Strong

39

encouragement for this to happen though and probably an expectation in our school

40

that you do pick up on a project beyond being the classroom teacher, so it is rare for

41

our teachers not to have a responsibility, where they are taking leadership you know,

42

beyond just their classroom.

43

I

Yes
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44

AP

Um, then I actually see leadership in a sort of different way within the school too.

45

Those people who again can be Scale A teachers so its not recognising a defined

46

structure, but who are people who are prepared to think um (1) in a global way for the

47

school you know, so they may take on um responsibilities within staff meetings or they

48

may see things that they believe would be effective for the school generally and go and

49

do it.

50

I

Yep

51

AP

They're not asked to, its not part of their job description. Its not part of their appraisal

52

but they've got a perception beyond their own little job.

53

I

Great, yeh

54

AP

You know, um, don't have enough of those people though.

55

I

(laugh)

56

AP

And its those people who tend usually to go on to become your senior teachers

57
58
59

because they're the ones who've got a global vision.
I

Yeh. That’s good. Right, so we've covered (.) are there any other informal ones
there
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Appendix 6b:
Sample Pages from Assistant Principal’s Concept Map Transcript
(Three of 24 pages)

The following transcriptions are to be read in association with a doctoral thesis written
by Barry Brooker

TRANSCRIPTS
Key Details:
[

indicates point at which a current speaker’s talk is overlapped by another’s talk

(.4)

indicates elapsed time in silence in tenths of a second

(.)

indicates tiny gap

( )

indicates the transcriber’s inability to hear what was said

(word)

possible hearings
(Silverman, 1993: 118)

TRANSCRIPT 3

Assistant Principal: Concept Map Interview (pm)
Tuesday 25 March 2003
I

Interviewer

AP

1

I

2

Assistant Principal

Okay, we’ll make a start and if you can just put your ideas with the most
important ones near the top and tell us why they’re where they are.

3

AP

Now this won’t be in order of importance?

4

I

No, no, doesn’t have to be.

5

AP

Okay, so I think I might start with the personality. Um, this is like the personal,

6

(.) the person. Does that make sense?

7

I

Yes

8

AP

So if you go into the personality, thinking of um, the person who (2) needs to

9

often be a very effective listener. Know when to
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10

I

Okay

11

AP

just work with people around them to give them time to talk and you’re having very

12

limited interaction other than to get effective information from them so

13

I

Okay

14

AP

there’s that role. Then you have the area of communication (3). Now in that, I

15

see that in in two parts because I think can I say they have to be an effective

16

communicator. They have to have systems where communication, if they’re dealing with a

17

lot of people where communication is quick and effective and um open and honest, so

18

you’ve got to have things like your newsletters, your noticeboards, I mean that sort of line

19

of communication

20

I

Yes

21

AP

but also be a person who can think on your feet so that kind of personal communication

22

that you give to somebody else that you can speak clearly and logically sequence your

23

ideas and think fast, on the spot[

24

I

25

AP

so I see that in two parts but you’ve got to have ability to communicate well.

26

I

So if we think in terms of how a concept which can look up, when we put our

[Yep

27

link we would have an effective leader in a primary school and it could just be is

28

a listener and (.) what (.) would that be enough there (.) what would you say

29

there?

30

AP

We’ll come back to that I think.

31

I

Okay

32

AP

I think an effective leader is a person that needs time sometimes to, they need to make

33

swift decision. When I said before about being opposites

34

I

Yes

35

AP

I think there are times when your decision making has to be fast

36

I

Mm

37

AP

You’ve got to be able to think (.) clearly and swiftly. There are other times

38

when you need to sit back from a situation and know when its appropriate just
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39

to ponder on something to [reflect

40

I

41

AP

before you make decisions

42

I

Yeh, good

43

AP

Because that

44

I

So you’ve got your swift one somewhere, the one on making a swift decision?

45

AP

Um (.) you know I see you’ve got to (.) sometimes [in schools

46

I

47
48

[Right

[Make that a separate one will we
because this one’s to do with reflecting

AP

Okay. See sometimes in a school you can be in (.) you can have quite um situations which

49

could be potentially conflict type situation and you need to (.)

50

you can go in and you can make a decision to meet people, to talk to them, or

51

you can say no, sometimes I need to sit back, I need to get other facts, I need get [other

52

facts, I need to think about it overnight, so you’re making choices.

53

I

[Beaut

54

AP

I think if you can have a sense of humour, you know when to make light of a subject, um

55

is (.) a bonus. I’m not saying its absolutely crucial because not everybody naturally has

56

a strong sense of humour, but if you know when to

57

have a joke, to laugh

58

I

Yep

59

AP

um, that is a real bonus. Ah, I know this seems tricky but I think that there is
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Appendix 7:
Memo Following Interview with Principal: 21 March 2003

Once again Mary’s open door policy was evident in the way I was greeted. From what
staff say this is typical of Mary’s approach to anyone who visits her. This open door
policy does, however, come at a cost. While she meets the individual needs of others,
and in the end they feel welcome and important, such an approach is very timeconsuming. It means that Mary has to do her own administrative tasks outside the
normal working hours, that is, evenings and Saturdays. As part of the interview, Mary
compared the importance of removing the ‘piles of paper’ from her desk, with the needs
of staff and pupils. To her there was really no comparison; people had to come first.
The interview suggests a need to follow-up on the different sorts of teams, how they
operate, and their composition. Mary pointed out that there are many types of teams
within the school. These include the school it-self as a team, there is the senior
management team, each syndicate is a team, and it would seem that the principal and
the AP work as a small team. There is a need to look at some of the variables that affect
these teams. These variables could include membership, how big they are, who leads
them, what status they have, how much autonomy they have, how effective they are,
and what their official roles are. Another idea coming from these interviews is the
various ‘types of leadership’ in the school. There is syndicate leadership, curriculum
leadership, which involves teacher leadership, and teachers as leaders in their
classrooms. One aspect of leadership is ‘being more than a classroom teacher’.
The real dilemma for me arising from this interview is how to deal with information
regarding the deputy principal who receives the DP’s management units, but does not
seem to fulfil the complete DP’s role. He is not a syndicate leader and it is the AP who
is released from classroom duties and seems to work closely with Mary. This raises an
ethical issue in terms of how much can be reported in my study regarding the position
of the DP.
Two key themes from this interview are those of ‘soul’. I wonder whether this is
synonymous with concern for the individual or whether it is greater than that. The other
theme, already mentioned, is that of ‘teams’. Teams of various sorts seem to be
extremely important in the school. Also, following on from an idea raised in the concept
map, is that of the school vision. The principal reiterated that the vision was not
something she could do or should do on her own, that it was something that needed to
involve many people. Taking that a little further, it was not just that the principal
thought she should involve others, it seemed that she felt she did not have the
knowledge and skills to produce the vision on her own.
A reoccurring dilemma for me which started in the concept maps and continues, is that
of those involved in the study, implicitly see children’s need as paramount. This is
sometimes implicitly referred to, but there have been few explicit references to
children’s learning being an important outcome of effective leadership. Again as in all
other meetings with the principal her enthusiasm for her school, for her pupils, and for
her staff comes through extremely strongly. You do get the feeling that she genuinely
cares for her staff, for her students and about what happens to the school. This
enthusiasm is quite contagious and I can see why her staff view her as an effective
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leader who genuinely cares for them not only as teachers and staff members, but also as
individual people. This is the basis of the principal’s idea of ‘soul’.
I am also left with another issue regarding the principal. I now have a good idea of all of
the positive aspects of the school, although she says herself that nothing is ever perfect,
I wonder whether I will, when interviewing other participants, get a better feel for some
of the things that are not working well in the school. One such issue, of course, was
raised by the principal and that is the part the DP plays in school leadership. Another
issue that was raised, which I hope I will gain further information on, is a relative
degree of effectiveness of the various syndicates. Perhaps the middle syndicate has not
always operated that well as a team. Returning to the issue of the deputy principal, I
hope that I am able to include part of this issue at least in the study. When I think about
it, there are many large primary schools in Christchurch with the male DP’s in the mid
to late 50s who have not managed, or who have not wanted to gain principals positions
but wish to stay in senior roles, particularly if they have superannuation. In some ways
these people are trapped by superannuation.
Note also to the principal’s references to role models who she admires, both of whom
are former principals that she has worked with, one being John Clarke, who she
mentions several times, and also David Haynes. This suggests that an important role
that leaders play, particularly principals, is a role model for others. The principal in the
interview acknowledged that she had to give up things in her personal life in her role as
principal. She does not, however, seem to feel negative about this. She definitely does
not see herself as a martyr, she sees the extra work as part of the job, a job, which she
really enjoys and obviously sees as very worthwhile.
How will I write up the issue of the goal of the school being children’s learning and
development as so far there is little reference made by participants? Does this mean that
children’s learning and development is not at the forefront of teachers and principals
mind? Are they, in fact, driven by administrative tasks including meeting Ministry and
other external requirements? Another issue to emerge in this interview, but not
previously discussed, is that of the importance of employing the right staff, who fit the
ethos, or culture, of the school. In this case, presumably teachers who are team players
and who care for and respect others because. Mary sees this as so important now. She
acknowledged that appointing new staff is now a little scary.
To conclude, as Mary herself says she likes people and to her they are very important.
People for her obviously come before the paper on her desk that needs to be sorted.
Although she discusses this paper as though there is a real mess, there are, in fact, only
one or two neat piles. Another issue to pursue is how is soul maintained within the
school? How are staff given a part in decision making while at the same time
maintaining what seems a hierarchical structure? Perhaps the title for this paper should
be School Leadership: A Balancing Act.
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Appendix 8:
Sample Analysis Grid – Assistant Principal
Assistant Principal

Concept Map

Interview Line References

MAJOR CATEGORY
Sub category
self esteem
Hard work
confidence

520
129, 139

equity
MODEL
calm/control
involvement/enthusiasm
presence/presentation
values/loyalty
equity
humility

446*

528
81, 85, 90

97*
61, 148, 152

772
736, (743), (756), 738, 818, 821
100-, 106, 116, 142, 187, 310, 317

281, 284
68

mana
PEOPLE
trust/honesty/confidentiality 269, 271
respect/value others
280, 552
114, 318, 325, 525, 568, 743
inspire/promote
142
8, 117, 133, 156,
available/listen/open-door
312, 315, 334, 405, 573, 601, 699, 702
176120, 122, 126, 147,
150
sensitive/supportive
61, 62, 315, 335, 387, 490
humour
54
497
acknowledge effort
432, 437
115, 120
428, 484, 492, 507, 543-, 547, 555, 566,
Soul/ individual
170
569
personal relationships
LEARNING/DEVEL.
students
teachers/ foster growth
principal

567, 577, 602, 642
439, 461, 465, 477, 825

159
256, 262, 441

creative, imaginative
EXPERTISE
general/ credibility
pedagogy/curriculum
systems
think/reason

249
65, 247
253, 406

communication

15, 22

21, 38

46
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Sample Analysis Grid Continued
MANAGEMENT

49, 192, 197, 352,
363
232, 238, 242, 246, 302, 380, 383, 408,
686, 789
73-77, 93, 98, 436, 447
500, 504, 547, 555, 560, 824

communication
staff
appointment & turnover
pupils
parents
BOT/PTA
community
time/resources

16
360

systems/info./budget

33, 376, 427, 504

decisions/ideas

114, 201

expectations/excellence

138, 144, 298

358
361, 442
388
399
135, 411

619→(values)
350
776
375-, 389-, 394
156, 159, 175, 177-, 227, 235, 279, 285,
295, 300, 373, 411, 460, 474, 481
230, 374, 378, 660, 680, 711
38, 40, 327, 436, 448, 550, 552, 567, 598,
619

problem solving
DIRECTION

values, symbols
culture/reputation

67, 101, 309, 317,
57, 351, 360?
401
296
431, 436, 458
295
347, 358, 452
91, 547, 555, 582, 586, 598, 619→(parent),
641
355, 366, 591

big picture

113, 335, 403

46, 57, 807

224, 460, 546
185, 207, 537
72, 542
188, 233*, 326, 332

15, 73-75, 106, 202, 249, 258, 265, 278,
329, 664, 666, 669, 682, 694-, 696
19, 324, 388, 850, 853
190, 253, 384, 465, 498, 581, 595
185, 207, 331, 334, 337

vision
individual goals
school goals

DISTRIBUTIVE
delegate/decisionmaking
open to ideas/ change
team
provide opportunities
hierarchy
buck stops here

14, 71, 136, 193, 220, 272, 372, 381
102, 238, 540,

127, 218, 658, 660, 771, 867

Stresses Principal
375, 391, 396, 416, 421, 512, 519, 645,
762, 784, 792, 801, 806, 821, 868

Stresses Staff
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Appendix 9:
Analysis of the Concept Maps & Interviews - Emerging Categories
Memo -11 July 2003
These are:
• Professional Modelling
• Concern for the Individual
• The Knowledge and Expertise of the Leader
• Management
• Provision of Direction
• Developing Learning
• Distribution of Leadership and Power

Professional Modelling
The first element of professional modelling involves behaving with integrity. It
involves being open and honest with colleagues. It involves being somebody who
colleagues trust. Someone who will keep their word and keep information they receive
confidential. Such a leader is consistent and fair and treats all staff equally. A second
aspect of being an effective leader is having enthusiasm and drive. Someone who
displays enthusiasm and optimism; someone who has a positive outlook. Such a leader
demonstrates their passion and commitment to education, in particular to children’s
learning. They also show their own commitment through their hard work on behalf of
their colleagues and the children in the school. Effective leaders were seen as needing
to have at least a good self esteem which would be demonstrated in their confidence in
undertaking activities in the school and in their relationships with colleagues and
students. The effective leader is seen as a person who, although very caring, was also
willing to make the tough decisions. Through their own enthusiasm and involvement, a
good effective leader was seen as being able to inspire and encourage others.

Concern for the Individual
This was an area seen by the participants as fairly important for an effective leader,
particularly by the principal, junior teacher, and the ancillary staff member involved in
the study. This concerns the individual as sometimes referred to as the human aspect of
leadership. In this study it was described by the principal as having soul - “from line 4
concept map interview”. As the principal described soul is about acknowledging that
your staff are not just colleagues who have another life outside the school, it involves,
as discussed, leaders being honest with their staff and making sure that information they
receive is confidential. An important aspect of concern for the individual for
participants in this study was that the leader needs to be available. A leader needs to be
there and willing to listen. It was referred to by a number of participants giving an open
door. This open door policy was, in fact, the hallmark of the principal in this study.
Effective leaders also are seen as being sensitive to others needs and being willing to
provide support if needed. Another aspect of concern for the individual is that of respect
for others. This includes not only respecting others as individuals no matter what their
position in the school, but also valuing their ideas and opinions. Another aspect of
concern for the individual was that of acknowledging the effort of colleagues. This
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includes providing encouragement and active support for the work they are doing and,
in particular, acknowledging the job well done. This provides motivation for staff.
Results in an improved self concept by staff, and encourages them to continue to put in
the great amount of effort required to be an effective classroom teacher and contribute
to the overall welfare of the school. Another aspect of concern for the individual was
that of the principal’s use of humour, although this was only mentioned by two of the
staff members.

Knowledge and Expertise
The need for a leader to have particular knowledge and expertise was not frequently
mentioned by participants except for the Board of Trustees member who saw this as an
extremely important attribute of the principal. Such knowledge and expertise includes
general intelligence and the knowledge and skills that give a leader credibility.
Secondly, it includes an in-depth knowledge of pedagogy, the curriculum and children’s
development and learning. It was also pointed out that to be a successful leader in
today’s world the leader needs knowledge and skills in budgeting and property
management as well as the traditional skills of a teacher. Another area of expertise
required by leaders is the skills and ability to solve problems, to think issues through
and to be able to think on his or her feet, to be able to reason and to reflect on the
situations before taking further action. Communication skills were also seen as a critical
aspect for effective leaders, but not only did they need to have the skills to be able to
communicate clearly, orally and in writing, but they also must be willing to use these
skills so that communication within the institutions is effective for management.

Management
Management includes the administrative and structural dimensions of leadership. It
includes managing systems, resources, time, and also managing people. People
management includes management of staff, pupils, parents, including the Board of
Trustees, Parent Teacher Association, and the wider community. Management of people
requires effective methods of communication and the development of positive
relationships. Management also includes the management of expectations, appraisal and
evaluation and striving for excellence for both students and staff. Another area of
management, discussed in some detail by the principal, was that of appointment and
turn-over of staff. The principal pointed out the importance of appointing the “right
staff”, that is, staff who fit in with the ethos, or culture, of the school. As she stated, one
wrong appointment can have an impact on all staff within the school. She pointed out
that when she first became a principal she found the appointment of staff an exciting
procedure. Now that she is aware of just how important staff appointments are, she says
this has become a somewhat scary procedure. Although maintaining good staff is
important, the principal also pointed out the importance of providing opportunities for
staff so that they can grow professionally and inevitably this results in staff needing to
move to another school for promotion. While this results in the loss of probably one of
your better staff members, it also has a positive side in that it brings new blood and new
ideas to the school with the replacement appointment.
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Provision of Direction
Possibly the most important part of providing direction for the school is for the principal
to provide a vision for the school based on their personal philosophy, beliefs and values.
An essential aspect of vision though is that this vision is understood and accepted by the
staff as a whole. This means that there must be staff, or full staff, input into the
development of school vision. From this overall vision school goals need to be
developed and from the school goals, goals need to be developed for individual staff
members. The beliefs and values underlying the vision and goals for the school are also
expressed through symbols such as the school logo and school song and through the
way activities are carried out such as school assemblies. It is through these symbols and
activities that the values of the school are clarified and reinforced both for staff and for
children. Several of the participants in this study referred also to the idea of leaders
needing to have a global view. Such a view involves being concerned not only with
their immediate needs and tasks, but having an understanding of the whole school needs
environment, the needs environment of the school community and the national direction
and requirements for education. Several participants noted that being able to see beyond
your own personal needs and immediate job requirements was a defining feature of a
leader in a school.

Learning and Development
The concept of learning communities is now prevalent in much of the literature on
school leadership. In this study references to the learning of students and teachers, and
the principal were less frequent than had been expected. This may be because the
concept mapping task and the interview questions did not make specific reference to the
importance of learning and leadership. It may have results from the fact that
participants, particularly the teachers and principals took it as a given that education
should focus on the learning of students and the continued professional learning of the
teachers and the principal. The researcher was left with feeling that staff who were
interviewed did have the learning development and well being of students as their
primary focus. There was reference by the principal and the Board of Trustee member
to the school’s decision to not focus on one major curriculum area of strength for the
school, but to enable children to develop in all curriculum areas. There was also
mention of a renewed focus both within the school and nationally on literacy and
numeracy. As stated, however, there were few references to a direct connection between
leadership and children’s learning. When prompted during the interviews regarding
professional development for staff, the overriding response was that professional
development was largely whole school professional development and that this was
largely driven by Ministry initiatives and requirements.

Distribution of Power and Leadership
At first appearances there seemed to be two competing models of leadership operating. The
first was that of hierarchical leadership with the principal definitely at the apex. All
participants responded in terms of the principal having the final say in all issues. The next
aspect of the hierarchical structure was the position of assistant principal. The assistant
principal was responsible for the junior area of the school and also worked closely with the
principal in terms of decision-making and discussion of important ideas. The next level of
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power and leadership was that of the senior management team. This team consists of the
principal, the associate principal, the syndicate leader for the junior school, the syndicate
leader and another teacher in the middle school, the syndicate leader and the deputy
principal for the senior school, and the special needs coordinator. This group meet weekly
and is an important decision making body within the school. Members of this group also
provide the link between the principal and classroom teachers. While their appeared to be a
hierarchy with three broad levels of the principal, the senior management team, and the other
staff, there was also considerable delegation of responsibility and decision making. This is
evident in the syndicate structure of the school where each syndicate leader, working in
consultation with the principal, has considerable delegated authority in terms of the way
each syndicate operates and implements school policies and procedures. As a result of this
delegated authority, each syndicate operates in a different way within the general guidelines
that are provided. Another aspect of distributed leadership is that of curriculum area leaders.
For each major curriculum area there is a staff member responsible. A staff member consults
with other staff but has responsibility for the school’s budget in that curriculum area and is
able to provide direction for the whole staff in the given curriculum area. It would, in fact,
seem that all staff, except for year one teachers who come into the school, do have
responsibilities and leadership beyond their classroom. The importance of distributed
leadership was explained by the principal in two ways. The first is that she saw the need to
provide opportunities for staff to develop their strengths and to provide a career pathway for
them. She was also aware of the positive affects that having some delegated authority and
responsibility has for teacher’s self-esteem. She also expressed the practical side of
delegated leadership in terms of the fact that no one person can now cope with all the
responsibilities of leadership. No one person has the knowledge and expertise to do it on
their own, nor do they have the time to take sole leadership of a school. Another concept
relating to distributed leadership, which was central for this school, is that of the team.
Teams operate at several levels. The school itself is seen as one big team. The senior
management group are also seen as a team. Each of the syndicates within the school
similarly classes operate as a team. The importance of team is stressed, not only for staff, but
also for students. The idea of being part of a team is regularly reinforced at school
assemblies. Furthermore, the school has its own song called the Team Song. This song is a
symbol of the importance of team within the school.
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Appendix 10:
Categories, Sub-categories and Descriptions

(December 2004)
Categories and
subcategories/strategies

Descriptions

Core Values
Concern for others
A focus on people as individuals
People, as individuals, are central to effective leadership
Respecting and valuing others, and Showing respect for others, building their self-esteem,
being part of a team
valuing their ideas, acknowledging their efforts and
achievements, and making them feel they belong to a
‘team’
Open-door
Making yourself available to others; welcoming them,
and listening to their issues
Providing care and support
Being sensitive to personal and professional needs of
others and providing appropriate support
Commitment to learning
Provide opportunities that enable students’ learning and
• of students
development, including a balanced curriculum, and a
focus on literacy and numeracy
Provide learning and professional development
• of staff, including the
opportunities for staff, including the principal
principal
A
willingness
to
‘go
the
extra
mile’,
Expectation of high performance
a
desire
for
excellence
and
a commitment to ongoing improvement

Providing Direction

Description

Articulating a strong vision and
developing associated goals

Identify and communicate a clear sense of the what the
school can become - its positive future – and how this
can be achieved
Use traditions, rituals, symbols ceremonies, and
communication networks, to show the significance of,
and reinforce, the school’s core values, hopes and dreams
Spend time carrying out, and focusing attention on,
activities that are consistent with the school’s core values
and goals

Using symbols and ceremonies to
give meaning to, and reinforce, the
vision
Modelling and communicating
valued practices and beliefs

Demonstrating attributes expected
of a leader:
Show an interest in, and understanding of, issues that go
• seeing the big picture
beyond your immediate job
Show self-belief and the confidence to rise to the
• self- confidence
challenges of leadership that might daunt others
Demonstrate knowledge and understanding of the
• knowledge and expertise
educational and structural aspects of leadership
Show an ability to understand and successfully interact
• interpersonal skills
with a wide range of people
Demonstrate, honesty, trustworthiness, fairness, equity
• integrity
and confidentiality
Raising the aspirations of staff Show a passion and commitment to teaching and
students
learning, and motivate staff to aspire to new heights to
achieve the school’s vision and goals.
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Categories and descriptions continued

Leading and Manging Processes
Developing structures that:
• involved key individuals and
groups
• were based on teams
• were perceived to be
hierarchical
Managing staff:
• appointments
•

non-performance

Managing:
• communications
•

meetings, time, and stress

Providing decision-making
opportunities
Providing leadership opportunities

Description
Particular individuals and groups were perceived to
have influence over others
Structures and processes were often based on teams
The leadership/management structure was considered
by stakeholders to be hierarchical, and to have
consequences for staff.
New appointees must share the school’s core values and
culture
Leaders need to deal with non-performing individuals
and teams
Effective communication was considered crucial for
achieving the school’s goals and meeting individual
needs.
Meetings were important for communication but took
up valuable staff time, which caused stress.
Staff were provided with opportunities to participate in
decision-making on issues that affected them
All staff were given the opportunity to lead and
influence others.
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Appendix 11:
Conditional Matrix (Strauss and Corbin, 1990) for Leadership at Moorpark
School
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Appendix 12:
Moorpark School Leadership/Management Structure
(Example of diagramming)
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Appendix 13: Summary of Moorpark School ERO
Report TO THE COMMUNITY OF MOORPARK SCHOOL
This is a summary of the Education Review Office's latest report on Moorpark School.
The previous Education Review Office report of June 1997 stated that effective governance and
management practices resulted in students being provided with a positive learning environment and a
well-balanced curriculum. The report also recommended that the school needed to extend the scope
of its assessment programme to cover all areas of the curriculum and include more analysed
achievement information in curriculum reports to the board.
Since that time, improvements in curriculum management and accountability have ensured that
teachers are assessing student achievement in all the essential learning areas. Teachers now use
tracking sheets to monitor coverage of strands and achievement objectives. The principal reports to
the board on student achievement twice a year using data gathered through syndicates in reading,
writing, spelling and numeration.
The principal provides outstanding professional leadership for trustees and staff. A strong
management structure within the school encourages a team approach to the delivery of a high quality
education for students. Effective accountability systems ensure consistency in the way the teachers
plan, document and deliver the school curriculum.
The teachers are highly professional and skilled. They plan carefully and provide organised,
sequential teaching in a secure learning environment. Students appreciate the positive school tone,
the wide range of opportunities both in and out of the classrooms and the willingness of teachers to
support the learning needs of individual students.
The provision made to support the learning needs of students not achieving to expectations or
needing extension is a strength of the school. The board generously supports these special
programmes that help all students to achieve to their potential.
The principal has identified the need for further development of standards-based assessment
across the school and has made this a school-wide professional development priority for 2002.
Moorpark School is a strongly self-managing school with a culture of self-review. Trustees are
experienced and committed. They show a clear understanding of their roles and responsibilities.
Effective planning and ongoing self-review ensure that strategic goals are achieved. Good
relationships and teamwork are a feature of ah the links among trustees, management, staff,
students and parents.
The next review is likely to be part of the regular schedule of reviews When ERO has reviewed a
school we ask the board of trustees to let us know how they intend to manage any difficulties set
out in their report (copies of which are available from the school or ERO). We also encourage boards
to inform their community of any follow up action plan. You should talk to the board or principal if
you have any questions about this summary, the full report or their future intentions.
Linda Urlich
Area Manager
For Chief Review Office
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