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FOREWORD

It is a privilege to write the foreword to this book on cultural contexts to
educational leadership. Paul Miller—as editor—has courageously set out
to bring together an original set of comparative studies that are genuinely
cross-cultural. He and his authors have generated a wide range of chapters,
each of which relates to a minimum of three countries, one of which at
least is a developing country and at least two of which are from different
continents. In addition, each chapter is grounded in original empirical
research. In these ways, Miller has guaranteed making a unique contribu-
tion to our understanding of educational leadership around the globe.
Brought together under one cover are chapters that embrace a large

number of countries and themes, some of which are traditionally given
little attention in the literature. For example, if I selectively refer to three
chapter examples from among the 11 chapters, one study compares
Pakistan, England and Malaysia and looks at how ethnicity, culture,
gender and class play out amongst school leaders. Another chapter looks
at the intersections of gender and race amongst black school leaders in
South Africa, the United States and the United Kingdom. A third study
focuses on a social justice perspective of women in educational leadership
in Scotland, England, New Zealand and Jamaica.
In organizing the book in this way, Paul Miller deserves an accolade.

This book makes an invaluable contribution to our knowledgebase on
cross-cultural educational leadership. It does so by first, alongside studies
of well-studied systems such as the United States and the United
Kingdom; he has included comparative studies of countries in the
Caribbean, Africa and Southeast Asia, about which little has been written.
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Second, each chapter takes a theme that is topical, such as women in
leadership, and leadership and social justice, and uses the same methods
of data collection across the studies, to render authentic comparisons
amongst three or more countries. Such an approach makes cross-cultural
comparison feasible and meaningful. It avoids the typical country-by-
country comprehensive accounts of educational leadership that while
claiming to be comparative, often fail to yield genuine comparisons.
Unquestionably, students and scholars of educational leadership will

benefit from this unique text. They will do so by extending their under-
standing of educational leadership across and within different cultures, and
by experiencing an approach to authentic cross-cultural analysis that is
thematic, focused, authentic and meaningful. Paul Miller has made a
weighty contribution to our field for which he deserves much credit, and
our respect.

Glasgow, Scotland, UK Clive Dimmock
April 2016
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CHAPTER 1

Cultures of Educational Leadership:
Researching and Theorising Common
Issues in Different World Contexts

Paul Miller

INTRODUCTION AND CONTEXT

While the need for leadership is perhaps universal across cultures, the practice
of leadership is generally believed to be culturally situated. Different views
exist in the leadership literature regarding the extent to which specific leader
behaviours are transferable across cultures, leading some researchers to
suggest that effective management and leadership processes should normally
take account of the cultural and other contexts (Ayman 1993). Linked to
this is an assumption that unique cultural features, for example, language,
beliefs, values, religion and social organisation, demand that different leader-
ship approaches are taken in different nations (Dorfman et al. 1997).
Increasingly however, there has been a rise in recent research on educational
leadership that includes a cross-cultural element, acknowledging that in
addition to culture-specific tendencies, there may be more universal or
broad-based approaches to understanding and practising leadership.

P. Miller (*)
School of Education & Professional Development, University of Huddersfield,
Huddersfield, West Yorkshire, United Kingdom
e-mail: P.Miller@hud.ac.uk

© The Author(s) 2017
P. Miller (ed.), Cultures of Educational Leadership, Intercultural
Studies in Education, DOI 10.1057/978-1-137-58567-7_1
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In the first edition of The Handbook of Leadership (Stogdill 1974),
cross-cultural leadership received only limited attention. In the second
edition (Stogdill and Bass 1981), a chapter on cross-cultural issues in
leadership was included. In the third edition (Bass 1990), the 1981
chapter was revised and expanded, moving from circa 25 to circa 40
pages. In 2003, Dickson et al. proposed that ‘it would be essentially
impossible to prepare a single chapter that presented an exhaustive
account of the research on cross-cultural issues and leadership’ (p. 730).
Now, in 2016 the intention of this edited volume is to highlight the need
for and relevance of intercultural and cross-cultural research in guiding our
understanding of common issues in the practice of educational leadership
in different educational contexts globally.

A starting point for our discussion is the mid- to late 1990s, a
period in which House and Aditya (1997) produced a comprehensive
review of issues pertinent to cross-cultural research in the area of
leadership. This was accompanied by insightful commentaries by
Smith (1997) and Dorfman et al. (1997). This book is not to provide
an update of advances in cross-cultural leadership research. Rather, it is
to highlight the necessity of such research, in a time of increased
globalisation and the continuing narrowing of cultural and other
spaces. We are certainly not the only researchers to undertake inter-
cultural and cross-cultural studies in educational leadership. However,
we are the first to examine educational leadership practices and issues
in the way we have. These will be discussed further in the methodo-
logical approach. In their review in a special issue of The Leadership
Quarterly on ‘International Leadership’, Peterson and Hunt (1997)
raised concerns about the American bias (and arguably the Anglo-
American bias) in several existing theories of leadership and high-
lighted the importance of scientific approaches to studying leadership.
In producing this book, we do not present a simple collection of
articles. Instead we present empirical research organised and grouped
by related themes, although each chapter can stand on its own, debat-
ing an issue or an element of practice or research in educational
leadership that has been examined across different countries and edu-
cational contexts. In organising our work in this way, it is proposed
this approach is both an innovative and sophisticated way of examining
and incorporating intercultural and cross-cultural issues in educational
leadership.

2 P. MILLER
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CONCEPTUAL ISSUES: INTERCULTURAL AND CROSS-CULTURAL

Intercultural and cross-cultural understanding is about taking an interest in
and showing empathy towards people from other groups (Alred et al. 2003,
p. 3). Intercultural and cross-cultural understanding was, traditionally, a part
of foreign language education, concerned with the ‘foreign’ and ‘the strange’.
Over time, however, and with the advance of globalisation, intercultural and
cross-cultural education has become an important role in promoting global
harmony and global social justice (Besley and Peters 2012). In itsWhite Paper,
Intercultural Dialogue: Living Together as Equals in Dignity, The Council of
Europe (2008) emphasised the need for Europe to more purposefully engage
in interculturalism in order to cope with diversity in the age of globalisation
(Besley et al. 2011).

Without question, increased interconnectedness is fuelling intercultural
awareness and understanding. As Dimmock and Walker (2005) proposed:
‘Understandingwhat a culture is andwhy it is so important in determining our
relationship with other people are key elements of global citizenship . . . ’
(p. 25). Nevertheless, as Rule (2012, p. 336) asserts, there are a number of
obstacles to intercultural understanding, including the imposition of Western
languages and a broadly Eurocentric world view. Martin and Griffiths (2012)
question whether intercultural understanding is possible within a global con-
text of domination and inequality. Allmen (2011) acknowledges inequality of
educational opportunity and cultural exchange by pointing out that
‘Intercultural pedagogy tries to encompass the World by deploying “the
other as the supplement of knowledge”’ (p. 35). Sealey and Carter (2004)
suggest that individuals can position themselves in intercultural conversations,
thus influencing what is heard and how this is translated.

Intercultural, Cross-Cultural, Culture

There is some confusion in the available literature concerning themeaning of
the terms cross-cultural and intercultural. As a result, it is important to clarify
how these feature in this important work. Cross-cultural connotes a compar-
ison or contrast between two or more cultural groups (Lustig and Koester
1993). On the other hand, intercultural means ‘equitable exchange and
dialogue among civilizations, cultures and peoples based on a mutual under-
standing and respect and the equal dignity of all cultures is the essential
prerequisite for constructing social cohesion, reconciliation among peoples
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and peace among nations’ (United Nations 2005). In other words, inter-
cultural refers to what happens when people from two (or more) culturally
different groups come together, interact and communicate (Lustig and
Koester 1993). Both terms, intercultural and cross-cultural, are important
to our work in this book.

Culture is a contested term. Hofstede (1991) defined culture as ‘the
collective programming of the mind which distinguishes the member of
one group or category of people from another’ (p. 5). Spencer-Oatey
(2000) extends this notion by suggesting: ‘Culture is a fuzzy set of
attitudes, beliefs, behavioural norms, and basic assumptions and values
that are shared by a group of people, and that influence each member’s
behaviour and his/her interpretations of the “meaning” of other people’s
behaviour’ (p. 4). These definitions position culture as both a product and
a process, which are important notions in this book.

INTERCULTURAL AND CROSS-CULTURAL RESEARCH IN

EDUCATIONAL LEADERSHIP

Intercultural and cross-cultural research is not as straightforward as one may
think. As noted by Gill (2011) and Earley (2013), leadership is a contested
term with no universally agreed definition. As discussed previously, ‘culture’
is also a contested term with different shades of meanings. Dickson et al.
(2003) argue that the term ‘leadership’ presents ‘no clear understanding of
the boundaries of the construct . . . ’ (p. 732). In adding intercultural and
cross-cultural dimensions to the mix in educational leadership research, far
from simplifying matters, this makes identifying a precise definition a more
complex and confusing one. Without a workable framework that helps to
narrow and guide intercultural and cross-cultural research in educational
leadership therefore, it is possible for research in this area to be fragmented
and incoherent. InCultures’Consequences (1980), Hofstede argues for such
a framework and proposes that cultural differences are primarily about
shared values or about values believed to be preferred by some in certain
cases, although not all, in all cases. Hofstede also argues that in cross-
cultural research, three fundamental questions are to be considered: ‘What
are we comparing? Are nations suitable units for this comparison? Are the
phenomena we look at functionally equivalent?’ These are important ques-
tions that align with the aims, methodology and design of this book.

Graen et al. (1997) assert that the focus of cross-cultural research is on
comparability. They argue, ‘Emics are things that are unique to a culture,
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whereas etics are things that are universal to all cultures. Emics are by definition
not comparable across cultures.One task of cross-cultural researchers, hence, is
to identify emics and etics’ (p. 162). By design, this book is about examining
intercultural and cross-cultural leadership through both emics and etics
perspectives.

Despite the growing importance and appeal of intercultural and cross-
cultural research, only ‘few researchers and educators rely on empirical
cross cultural and intercultural research to interpret their observations’
(Dahl 2003, p. 1). A commonly acknowledged example of a large research
project on cross-cultural issues in leadership is the Global Leadership and
Organizational Behavior Effectiveness (GLOBE) Project (House et al.
2004). In their project, covering 60 countries and over 180 researchers,
House et al. examined the relationship between leadership, societal culture
and organisational culture. Crucially, what we attempted to do and indeed
have been successful in doing with this work, Cultures of Educational
Leadership, has never before been done in the field of educational leader-
ship. That is, whereas the GLOBE Project focused on leadership in
organisations, the focus of our work in this book is on educational
leadership.

Before this book however, other researchers have undertaken work in
educational leadership that has been described as ‘international’ or ‘com-
parative’ or both. In doing so, such works have broadened the scope of
research in educational leadership from the usual developed countries in
the English-speaking world to countries in the developing world, and in
doing so ‘other voices’ have entered into the debates and literature pro-
viding possibilities for more inclusive evaluation of issues to be under-
taken. For example in 2012, the Journal of the University College of the
Cayman Islands carried a special issue on The Changing Nature of
Educational Leadership: Caribbean and International Perspectives. In its
editorial, Miller (2012) positions the special issue as contributing to our
understanding of educational leadership within, across and beyond the
Caribbean region. This special issue was followed by School Leadership in
the Caribbean: Perceptions, Practices and Paradigms (Miller 2013), which
provides multiple insights of school leadership and practices within,
between and among English-speaking Caribbean countries. Practices are
examined through lens of religious, cultural, social and historical founda-
tions adding useful dimensions to our study and understanding of school
leadership practice. In Multidimensional Perspectives on Principal
Leadership Effectiveness, Beycioglu and Pashiardis (2014) provide crucial
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exploration of challenges faced by principals, as well as the impact of new
managerial tactics being employed by education ministries/departments
in multiple contexts. In Building Cultural Community through Global
Educational Leadership, Harris and Mixon (2014) underline how globa-
lisation can impact educational leadership and practice. In the main, they
highlighted the role of a global leader in the education setting in a time of
complexity in tackling social, political, economic and especially social
justice issues. A main limitation of all these works however is that chapters,
except in a small number of cases, tend to focus on a single country,
thereby limiting opportunities for deep cross-cultural analysis based
upon a common methodological frame.

Nevertheless, in Educational Leadership: Culture & Diversity, a pre-
cursor to these works, Dimmock and Walker (2005) provide a thorough
treatment and an integrated analysis of the importance of understanding
culture, leadership and their interaction in different contexts through
comparative accounts of Anglo-American and Asian schooling systems.
They also highlight cultural differences between societies, leadership prac-
tices associated with multicultural schools and cultural and contextual
factors influencing teaching and learning. Things also moved further
forward with the publication of Exploring School Leadership in England
& the Caribbean: New Insights from a Comparative Approach (Miller
2016), which used a common methodological frame between the coun-
tries involved in the study, and in Successful School Leadership:
International Perspectives, (Pashiardis and Johannson 2016), which pre-
sents chapter analysis based on regions of the world examined. A limita-
tion of Miller’s work is that, despite focusing on common issues between
very different countries and educational systems, its coverage only extends
to two countries—England and Jamaica. A limitation of Pashiardis and
Johannson’s work, on the other hand, is that although chapters are
nominally based on regions, some chapters include only one or two
countries, though not all.

This book, Cultures of Educational Leadership, therefore goes furthest in
providing a comprehensive evaluation of issues related to educational leader-
ship in different parts of theworld in an integratedmanner in that each chapter:

• Uses a single method/approach to gather data per chapter regardless
of the number of countries included in that chapter

• Includes a minimum of three countries per chapter, one of which
must be a developing country

6 P. MILLER
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• Includes a mix of developed and developing countries per chapter
• Includes countries from at least two continents per chapter
• Includes countries from the six world continents

Our work, articulated in 11 chapters presents research data on 18 coun-
tries located on the six continenets of the world, undertaken by a team of
35 researchers. This book is intended to provide an authentic, critical
insight into the social construction and practice of educational leadership
in multiple contexts since, as we have come to agree, the practice and
enactment of leadership is culturally and contextually situated. This idea
is illustrated by Bordas (2007), who argues that ‘Only by becoming aware
of how society is structured to perpetuate the dominance of some groups
and to limit access to others, will leaders be able to create a framework for
the just and equal society in which diversity can flourish’ (p. 112).

CULTURES OF EDUCATIONAL LEADERSHIP

Globalisation has led to the narrowing of physical and cultural spaces, the
result of which has been the creation of multicultural societies and com-
munities, providing opportunities for bidirectional and multi-directional
sharing of knowledge, values and understandings. Notwithstanding, as
countries and regions collaborate and cooperate, our understanding of
national and regional cultures, cultural spaces and cultural practices is
arguably not as developed as one might expect, and our attitudes are
sometimes premised on differences and not on similarities. Some studies,
although providing ‘authority’ through their ‘global’ and ‘international’
labels, have only included countries from the developed world in their
analyses, and in many others, where developing countries have been
included, these countries are often typecast as problematic and in need
of assistance to raise them up to standard. Research conducted in this way
sustains negative tension between the intellectual needs of developing
countries and Western intellectual hegemony, where developing countries
are treated as intellectual dumping grounds for international ideas (Bristol
2012). This book is therefore a simultaneous attempt to re-balance and
balance current discourses in educational leadership through a global
integrated issues-based research approach.

Globalisation is a rapid, highly interactive phenomenon that has simul-
taneously reset and surpassed the boundaries of economics and is actively
setting new challenges within all aspects of life, including in education.
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Increasingly, educational institutions in both developed and developing
countries are expected to account for and respond to the impacts of this
phenomenon that has frustrated scientific precision (Croucher 2004).
Furthermore, as global interconnectedness intensifies, educational institu-
tions, from nursery to university, are tasked with equipping learners to live
and work in a much narrower world economy. Because of this, education
itself and schooling can no longer be seen as the preserve of a nation but as
an international tool for individual and social transformation (Bristol
2012). Similarly, educational leadership can no longer be seen as deliver-
ing outcomes for a nation state but rather for a globalised economy,
although in the process one might expect the exercise of leadership to
increase a nation’s competiveness. Educational leadership therefore may
be thought of as both a lock and a key, to be used to secure and safeguard
and to release and reassure.

But globalisation is not about to disappear and should therefore be
seen as an important element in any debate on intercultural and cross-
cultural research in educational leadership. As Miller puts it, ‘Faced with
external factors such as the recent economic meltdown, globalisation and
changing borderland narratives and shifts in government policy, educa-
tion institutions the world over are being forced to “do education
differently”. This shift is as much about the leadership of policymakers
in education departments and ministries as it is about the practice of
leadership by school leaders and teachers at all levels’ (2012, p. 10).
Miller’s observations bring to light three important things. First, globa-
lisation has had and continues to have an impact on the policy, practice
and research of educational leadership in countries all over the world.
Second, educational leadership (policy, practice) must respond to
changes in the environment with new, different and innovative practices
and ideas. Third, ongoing environmental changes to life and work pro-
vide opportunities for researchers to engage in integrated issues-based
inquiry. It is these underpinnings that lay the foundation for this book—
the main content of which is summarised next, based upon the two
dominant themes of chapters received.

Social Justice, Gender, Intersectionality

The theme of empowerment and social justice is quite dominant throughout
the book—acknowledging its importance for countries and individuals,
although simultaneously underlining the struggles and (structural) imbalances
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inherent in all societies. In their chapter on Social Justice Perspective onWomen
in Educational Leadership in Scotland, England, New Zealand, Jamaica,
Torrance et al. (this volume) propose, ‘In truth, we still know very little
about women in educational leadership as a social justice issue within any
individual country’s context and far less across countries and continents.’
Walrond (2009) argues that research within minority, and arguably minori-
tised communities, helps to give voice to others previously silenced. This
chapter did not seek to highlight victimisation among women school leaders,
but rather for their experiences and perceptions to be acknowledged and
documented. As Murakami et al. proposed, ‘There is no silver bullet or a
one size fits all approach,’ although what is noticeable from the stories of
women school leaders in the chapter by Torrance et al. (this volume) is that ‘At
the core of these women’s vulnerable selves is an articulated dynamism and
energy that expertly toggles between the social, scientific, and political’
(Murakami et al., this volume), underlining Blackmore’s (2009) point that
‘The challenge for any transnational dialogue is understanding the new global
terrain beyond national borders’ (p. 4) and Hall’s (1993) suggestion that ‘we
all write and speak from a particular place and time, from a history and culture,
which is specific’ (p. 222).

It is of note that the study by Torrance et al. included interviewing
school leaders in environments where women make up the majority of the
teaching profession and in some cases both teaching and leadership roles
(as in the case of Jamaica). This is important, since, to date, studies on
women in leadership and minority-related issues of identity and alienation
have tended to be located in developed countries, in particular the United
Kingdom, the United States and Canada. Nevertheless, as the authors
have acknowledged, the emerging findings from their chapter reflect the
view of Bogotch (2014, p. 62) that ‘Social justice as an educational
practice is inclusive of all members of the world’s population regardless
of governmental structures, cultures, or ideologies, and it accounts for
innumerable contingencies of life-influencing individual outcomes or
unpredictable consequences of our actions’.

In their study on Educational Leadership among Women of Colour in
United States, Canada, New Zealand, Murakami et al. (this volume)
highlight how important these issues are by drawing on positive attributes
from the particular ethnic, cultural, linguistic and, sometimes, national
identities of women leaders advancing social justice (Santamaría and Jean-
Marie 2014) to explore the meaning of social justice leadership for women
of colour, recognising their role in challenging hegemonic practices and in
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forging new paths through their research. The activist approach taken by
Murakami et al. is consistent with the view that recognising [and challen-
ging] the relationship between leadership and cultural and contextual
influences can lead to improvements in practice (Dimmock and Walker
2005). Such improvements are sometimes delayed or restricted and may
be due to several reasons. For example, in 1997 Motzafi-Haller argued
that the experiences of women and people of colour were considered less
authentic and unscientific in attempts to theorise issues of difference.
Showing some movement in this area, Murakami et al. (this volume)
instead propose:

In this chapter, women leaders of color in different contexts reimagine a new
leadership discourse toward social, political and scientific rejuvenation and
reclamation. Scholars do this by looking inward and outward simultaneously
taking the position that their realization and manifestation of leadership
practice is irreconcilably intertwined with their social, political, and scientific
identities. The authors’ individual and collective critical stances are on the
cutting edge of scholarship in educational leadership arguably pushing
beyond what is known and currently practiced in the field.

Moorosi et al. (this volume) disrupt the geographical imbalance on
research on social justice and intersectionality issues by including South
Africa in their chapter on race, gender and leadership in South Africa, the
United States and the United Kingdom. They found that the women had
more in common around early family support, their socialisation towards
dreaming and a desire to give back to students ‘like them’, to be over-
whelming drivers and levers in their professional lives. Like Torrance et al.,
Moorosi et al. have been ‘struck by the similarities between diverse coun-
tries’ (Torrance et al., this volume) in the experiences of the school
leaders. In producing the evaluation in the way they have, Moorosi et al.
foregrounded Norberg et al.’s (2014) conclusions that ‘social justice
leadership in practice, despite the national context, offers more common-
alities than differences’ (p. 101). Furthermore, as Moorosi et al. (this
volume) put it ‘By crossing boundaries, including breaking out of the
powerful structures of inequalities such as poverty, racism and sexism, to
succeed in education and by breaking out of the powerful discriminatory
attitudes in education to succeed in educational leadership, these women
demonstrated their exercise of agency.’ This is an important finding for
women everywhere who have faced racial, gendered and/or other
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discrimination, opening up possibilities for further research on intersec-
tionality and educational leadership in different cultural and country con-
texts. As the authors also propose, the success of these women school
leaders should not be seen as ‘colluding with the mainstream’ but instead
as ‘collectively opening up transformative possibilities for their commu-
nity’ by ‘the power of education to transform and change the hegemonic
discourse’ (Mirza 1997, p. 276).

In their chapter, Showunmi and Kaparou (this volume) also highlight
intersectional and social justice issues in Pakistan, England and Malaysia in
relation to ethnicity, culture, gender and class among school leaders.
Issues such as role stereotyping and discrimination, debated by the
authors, conclude that facets of intersectionality presented in the chapter
appear only to receive surface-level treatment from those responsible for
implementing change. This important finding simultaneously widens the
debate on social justice and intersectionality and underlines the fact that
‘[I]n the field of educational leadership, intersectionality approaches have
not generated either ideas or drive for policy or behaviour change’
(Lumby 2014, p. 20). Shields (2003, p. 8) argues, ‘commitment and
good intentions are not enough’ and where such exists, these must be
matched by activism described by Murakami et al. (this volume) as ‘social,
political and scientific’, or put another way: people, leverage and research.

García-Carmona et al. (this volume) intensify the debate on women in
leadership; social justice and leadership; race and leadership; and leadership
and intersectionality in their chapter on gender and leadership through a
secondary analysis of Teaching and Learning International Survey (TALIS)
data for Brazil, Singapore and Spain. Citing a plethora of literature on aspects
of leadership practice, the authors argue that ‘there are very few studies aimed
at helping our understanding of school leadership at a multiple country level’.
Such recognition not only affirms the need for cross-cultural and intercultural
research in educational leadership, but underlines the important role this book
has in bridging the gap in literature and research design, thereby adding to the
field. From their detailed analysis across three countries, the authors argue that
although there were differences in the experiences of school leaders within and
across the countries, there were many more similarities. For example, ‘women
show a tendency to leader in schools through a distributed leadership which is
a disadvantage if we consider that they should master both instructional and
distributed leadership styles’ (García-Carmona et al., this volume) and ‘suc-
cessful school leaders must master both the leading and the learning environ-
ments and they must navigate and shape the school-level context in order to
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reform the teaching and learning context. For that reason, it should be
considered a necessity for training in both distributed and instructional leader-
ship for principals before to occupy their positions.’ As observed by Torrance
et al. (this volume), ‘It is hoped these case studies provide potential for a cross-
phase comparison (primary and secondary contexts) as well as a cross-national
comparison of contexts, influences, possibilities and challenges’ of the kind
that situates sound leadership at the heart of successful educational systems
(Miller 2012) whether exercised by male or female.

Policy, Whole School Development and Sustainability

As we know, the practice and enactment of school leadership is individually,
culturally and contextually bound.Nevertheless, global discourses and debates
within and outside education can have a direct impact on the practice of school
leaders in every corner of the globe. From performativity to benchmark
standards, and accountability to high-stakes testing—these and other factors
are having a significant impact on what goes on inside schools, and both
developing and developed countries appear to be caught up in the race to
driving up performance and achievement standards. In their chapter on Policy
Leadership, School Improvement and Staff Development in England, Tanzania
and South Africa, Middlewood et al. (this volume) summarise:

In developed countries, where a market-led school choice model operates,
schools have inevitably become dislocated from their own communities and
in many less developed countries, issues of lack of resources, vast distances
and historical divisions hinder opportunities for much national cohesion.
Effective change, we suggest, is most likely to happen when a number of
schools work or operate within networks or partnerships of various kinds,
where they can together devise their own system(s) for innovation and
development in learning and teaching.

These important observations confirm two important issues. First, a market-
led model of schooling is affecting schools in the developing world, albeit in
different ways. Second, to remain relevant for the times we live in, schools in
both the developed and developing world must engage in innovative teach-
ing and learning, and collaborative partnership arrangements that extend
current opportunities for those who work and study in them.
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Meaningful change that engages with and embraces diversity of cul-
tures, peoples and regions is easier said than achieved. Nevertheless, and
being mindful of the apparent dilemma, the authors suggest:

With research evidence over a period of years indicating that cross-nation
practice was erroneously based on the concept of successfully transposing
lessons from one culture to another, especially western culture onto eastern
culture, (Stephens, 2012) ideas are needed for practice which can have
positive effects in a range of countries. It is necessary therefore to seek
ideas about practices which are universal to the way people operate, and at
the same time applicable to contexts in countries which may have widely
different geographical, political and resource issues.

This is an important observation aimed at inviting voices previously
‘silent’, ‘uninvited’ or ‘disempowered’ to contribute to debates and a
field of knowledge that needs to be inclusive in order to be relevant and
in which being relevant means to be inclusive.

School principals across the world are, more and more, being required
to lead successful schools—usually measured in terms of students’ out-
comes. In their chapter, Abawi et al. (this volume) discuss the importance
and process of leadership in high-achieving contexts in Brazil, Malta and
Australia through a research-based framework. Although the importance
of leadership is not in doubt, the process of leadership is less straightfor-
ward, that is, ‘how to do leadership’. Torrance and Humes (2015) allude
to this difficulty in positioning school leadership as ‘embedded both
horizontally and vertically . . .within a distributed perspective’ (p. 793).
From his work on high-performing principals, Hutton (2011) asserts that
effective principals often navigate conundrums brought about by factors in
a school’s external environment and those in a school’s internal environ-
ment. These conundrums, however, are important in shaping, and perhaps
in determining, the kind of leadership exercised by principals and received
by their publics. Hutton further proposes that it is the degree and intensity
to which the internal and external factors intersect that will determine the
quality of leadership success.

Hutton’s observation extends the notion of successful leadership as a
practice driven by ‘outcomes’ for students, but a practice that is fraught
with external and internal challenges, which, in the process of negotiating
outcomes for students, principals sharpen the quality of leadership they
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provide. Holden describes this improvement in leadership quality as ‘a
personal sense of personal agency, empowerment’ emanating from a
principal’s ‘conscious and deliberate interaction with the culture of the
school’ (2002, p. 12). As Sirotnik and Clark (1988) underline:

[T]he schools that make a difference are those that extend the leadership to
include others that focus not only on academic issues but also address the
affective domain. Rather than merely following prescription or the dictates
of central authorities, quality change and quality improvement depends on
the inner potential of school staff—on the ‘heads, hands and hearts’ of
educators who work in schools. (p. 660)

As Miller and Hutton (2014) argue, school leadership is ‘situated’ within
an individual but emerges from how they engage with and manage,
negotiate and navigate factors in a school’s internal and external environ-
ments. Nevertheless, by focusing on ‘heads, hands, and hearts’ (Sirotnik
and Clark 1988, p. 660), school leaders are making the point that capacity
exists at different levels within their school organisation and making use
of this capacity has potential to enhance individual and organisational
growth.

Without question, teachers play an important role in the success of
schools. In his economic-motor model of schooling, Miller (2016) char-
acterised teachers as ‘mechanics’ (p. 144), ‘providing students, through
their skills, knowledge and experience the knowledge and skills they need
to function effectively and independently in society’ (ibid). Yet, the needs
of teachers, in particular those newly qualified, can be overlooked as
schools press forward to achieving goals for students. Nevertheless,
where systems are in place to support their professional development,
teachers are more likely to grow and to thrive. As one teacher in the
study by Majocha et al. puts it: ‘Communicating and sharing what I am
struggling with helps me analyze the problems I am facing and develop
different methods to deal with old problems we have in public teaching
context’ (in this volume). In their study of teacher development in
Brazil, Canada, Pakistan and South Africa, Majocha et al. highlight
that investment in people development is not only smart human resources
management but smart public policy. As Clutterbuck (1992) states,
‘A mentor is a more experienced individual, willing to share his/her
knowledge with someone less experienced in a relationship of mutual
trust’ (p. 12).
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The idea of mentoring and coaching for and among teachers is not new
and its benefits are well documented. Kram (1985) notes that mentoring
is about the career progression as well as the psycho-social development of
individuals. From the case studies presented, Majocha et al. note:

The commonality shared by all the participants from Brazil, Canada, South
Africa, and Pakistan is that their more experienced colleagues are supportive
and encouraging during their first years of teaching. When novice teachers
are struggling, they go to their colleagues to seek support for their teaching
strategies to overcome student learning. Therefore, in order for them to
learn well among their colleagues, there is an availability of collaborative
dialogue which will make their individual learning accessible and personal
through their supportive colleagues.

Increasing individual, team and, ultimately, organisational capacity
(Mitchell and Sackney 2009) appeared to have been an important out-
come for both mentors and newly qualified teachers. The overriding
argument by Majocha et al. however was that ‘when novice teachers are
supported through professional learning communities, and there are
opportunities for dialogue with colleagues within their school districts,
the ultimate winners are the students. The students gain in achievement
when their teachers gain confidence and efficacy’. The implications for
teacher development vis-à-vis staff mentoring and staff involvement in
communities of practice and in learning communities are quite clear, be
they local and/or international communities.

Intercultural and cross-cultural learning are examined throughMiller and
Potter’s (in this volume) account of whole school learning across borders.
Highlighting how bidirectional flows of students and staff can contribute to
individual, team and organisational development (Mitchell and Sackney
2009), the confluence of human, social and decisional capitals (Hargreaves
and Fullan 2012, p. 88) is examined. This sense of professional community
underpins their work with a view that working together is ultimately better
for the whole since this provides opportunities for cross-fertilisation of skills
and knowledge to take place. Dimmock (2012) argues for ‘A new concep-
tualisation of educational leadership for the twenty-first century’ (p. 18),
where leadership is ‘aimed at marshalling resources in ways that maximise
capacity’ (ibid). This view of organisational development is one that is
inclusive and that suggests that capacity and capital can be increased
through partnership. Conway et al. sustain the narrative on whole school
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development by an examination of stories from school leaders in Australia,
South Africa andCanada. Turning to a well-ventilated debate about whether
leaders are born or made, the authors appropriately remind us that ‘the
complexity of leadership is far more than adhering to predetermined frame-
works and standards’. The professional development of school leaders mat-
ters, perhaps more so in cultures of performativity. While Miller and Hutton
(2014) remind us that effective school leadership is ‘situated’ within an
individual, Addison (2009) reminds us of a game in which principals
appeared to have been seduced, ‘a game in which market-based economic
imperatives have become central to both their professional success and
professional leadership’ (p. 335). Principals have been described extensively
as ‘drivers’ and as such they have huge responsibility to learners, their families
and a nation’s education system. In his economic-motormodel of schooling,
Miller (2016) argues, ‘principals are the “drivers” of government policy at
the operational level, and they do so in relation to their school’s context,
their vision for the school, the resources available to the school and in
relation to where the school is currently “at”’ (p. 143).

The importance of policy, context, personal values and resources is all
important to how a principal will (be able to) lead. In foregrounding the
peculiarities of context and through the stories of principals in multiple
contexts, Conway et al. confirm:

The greatest value in this relatively small study has been the richness of the
principals’ voices. Each principal generously shared their perspectives and
provided opportunity for valuable conclusions within the parameters of this
chapter. Of significance is the interpretation of the principals’ roles in
relation to the context categorised as structural, relational, and cultural. In
conclusion, there is evidence to suggest that two specific factors contribute
to the way in which the individual principal perceives the role of school
leadership—the nature of the context, and the relationship between the
system and the school (in this volume). The implications for successful
school leadership are clear when one considers the changing nature of
school leadership in response to local and global performativity pressures.

Fullan (2004) argues that ‘Nothing beats learning in context’ (p. 16)—
which is an important consideration for organising cross-border collabora-
tions aimed at capacity building. Fullan’s point is further elaborated by
Wilkins (2013) that transformational leaders create infrastructure for capa-
city building that connects homes, workplaces and civic spaces through the
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school networks—a realisation borne out by Miller and Potter in their
chapter on study tours between England, Jamaica, Albania and Malawi.
They argue, ‘The objectives of the study tours have been achieved. There
has been a narrowing of the gap between peoples and places and there has
been a cultural introduction (and immersion) for participants, not obtain-
able from textbooks.’Dimmock (2012) argues that ‘one is able to arrive at a
fuller and more holistic understanding of leadership and schooling by pla-
cing them in the larger social context of which they are a part’ (p. 202). This
point was amplified by Miller and Potter’s overarching conclusion that ‘The
greatest value in this study has been the richness of the participant’s voices.
Of significance is the participant’s understanding that through their capacity
building tours to other countries, their contextualised (situated; original)
knowledge has been de-contextualised (disrupted; altered based on the
introduction of new information) and as a result, attitudes and actions are
set to be re-contextualised.’ These findings reflect important personal and
cross-cultural shifts for staff and students who’ve simultaneously experienced
a ‘contextualised’ and ‘de-contextualised’ educational experience that will
go some way in preparing them to more successfully and competently
function in an increasingly global environment.

CROSS-CULTURAL RESEARCH AND THEORY BUILDING

Through our examination of the range of issues presented in this book from
national, cultural, intercultural, international and cross-cultural perspec-
tives, one cannot escape the similarities between developed and developing
country contexts and Western and non-Western countries. While more
Western countries are represented in the book, the inclusion of countries
from the six world continents and the treatment given to non-Western
countries, particularly smaller developing countries, represent a significant
move towards narrowing the gap in studies in educational leadership.
Although Western countries in this book tend to produce practices that
are largely similar, the findings from non-Western countries have added new
and useful insights into the practice and research of educational leadership.
Nevertheless, there were several issues that appeared equally between and
among all countries. For example, social justice issues, in particular female
participation in leadership, especially among black, Asian and minority
ethnic women, are areas of concern and research interest in developed and
developing countries alike. Similarly, whole school development, in parti-
cular teacher and principal development, remains an area of focus for all
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countries. Furthermore, the enthusiasm and ‘drive’ among principals in
navigating internal and external factors in the forms of cultural, relational
and structural challenges to better enable them to ‘best’ serve their publics is
a matter for practice and research in both developed and developing coun-
tries. Other issues that emerged include leadership approaches among
women, in particular distributed and instructional leadership, and whether
or how these approaches influence attainment among students. The use of
cross-border experiential learning to engage individuals, groups and schools
in cross-cultural and intercultural learning for both staff and students is a
matter for policy, research and practice.

In returning to the debate about cultural specifics and cultural universal
aspects of leadership, one is reminded of Bond and Smith’s (1996) exposi-
tion that ‘The search for universals and an emphasis upon indigenous
culture-specifics are often cast as contradictory enterprises that exemplify
contrasting etic and emic approaches. Yet these concepts are no more
separable than nature and nurture’ (p. 226). The result of our examination
provides that similarities and differences between and among cultures can
be sensibly incorporated into appropriate theoretical frameworks, thereby
adding to our understanding of the specific cultures being studied.
Furthermore, it is possible that through hybrid research designs (Earley
and Singh 1995), such as the approach used in this book, there is oppor-
tunity for meaningful cross-cultural comparisons to be made and for
cultural differences and variations to be more appropriately understood.

CONCLUSIONS

Samoff (1999) highlights the global diffusion of Western ideas, highlight-
ing assumptions about how knowledge should be ordered from the
Western core to Southern periphery, with the ‘core’ maintaining its
authority and leaving the periphery to mimic discourses and practices
established by the core. Knowledge organised along these lines reinforces
the continuance of powerful social forces along Anglo-American elitist
lines and ignores calls from the United Nations (2005) for ‘equitable
exchange and dialogue among civilizations, cultures and peoples based
on a mutual understanding and respect and the equal dignity of all
cultures . . . ’.

In this post-colonial era, cultural domination as well as knowledge
domination are as problematic as economic domination, and every
attempt should be made to promote activism through research and policy

18 P. MILLER

www.ebook3000.com

http://www.ebook3000.org


which can lead to ‘social cohesion, reconciliation among peoples and
peace among nations’ (United Nations 2005) through our work. Within
and among developing and developed countries, globalisation continues
to present opportunities for intercultural and cross-cultural collaboration
where our research will be a tool for attempting to dismantle hegemonic
discourses and for promoting global inclusion and mutual understanding.
Intercultural and cross-cultural research in educational leadership is sig-
nificant to our achieving an informed understanding of each other, no
matter where in the world we live, work or go to school. Cross-cultural
and intercultural research promotes [global] citizenship and the ability
within, between and among individuals to collaborate with people who are
different from themselves and who live and work in different cultural
contexts and spaces. In this edited volume, we have started a conversation
that through our research we hope will go some way to promoting mutual
understanding of each other and a sense of global citizenship—in terms of
both our research design and our findings. Put differently, our research
provides a ‘conceptual framework for transcending the nation or the
barriers of ethnic, religious or racial difference to include all within a global
community’ (Jefferess 2012, p. 29). Furthermore, in researching and
theorising educational leadership through an intercultural and cross-cul-
tural approach, we affirm our commitment to global interdependence in
terms of learning with, learning from, learning through and learning about
each other.
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CHAPTER 2

A Social Justice Perspective on Women
in Educational Leadership

Deirdre Torrance, Kay Fuller, Rachel McNae, Carmel Roofe,
and Rowena Arshad

INTRODUCTION

Internationally, social justice represents a major theme within the areas
of leadership policy, research and literature. Related to this, there has
been a resurgence of interest into the experiences and perceptions
of women in educational leadership (Grogan and Shakeshaft 2011;
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McNamara et al. 2008; Reynolds 2002). Internationally, women are
under-represented in school leadership and continue to face challenges
that are both complex and not altogether understood. This under-
representation of women in school leadership represents a key issue
in unlocking leadership and management potential, as well as establish-
ing equality with men. However, within the context of this broader
policy environment, limited comparative empirical evidence is available
on women in school leadership. Blackmore (2009a, p. 80) suggests
‘research is needed to further explore the significance of the relations
between context and leadership practice in order to comprehend how
context shapes the practice of leadership’.

WHAT DOES THE LITERATURE SAY ABOUT WOMEN

IN EDUCATIONAL LEADERSHIP WITH A SOCIAL JUSTICE

PERSPECTIVE?
Research literature on women and educational leadership continues to
direct scholarly attention to women’s over-representation in the teaching
population and under-representation in headship positions (Grogan and
Shakeshaft 2011; Fuller 2013). Much of this literature serves to remind us
of the ever-present barriers, contradictions and achievements associated
with women leading in education.

Women and Leadership

Research illustrates significant factors that impact on women’s representa-
tion and leadership practice (Grogan and Shakeshaft 2011) and barriers to
women’s advancement (Coleman 2001). Despite the legitimacy of gender
equity within official government discourse, institutionalised formations
of bureaucracies informed by neoliberal political theories premised upon
individual merit (Blackmore 2010) reproduce hierarchical structures. Such
structures propel male leaders into senior positions (Shakeshaft et al.
2007), exclude many women from educational leadership opportunities,
thus creating social injustice. Women’s representation in leadership is a
matter of social justice and ‘we must never lose sight of the facts that the
leaders we are discussing are women, that doing leadership may differ for
women and men, and that leadership does not take place in a genderless
vacuum’ (Yoder 2001, p. 815).
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What Is ‘Social Justice’?

As a concept, social justice is ‘inherently problematic’ with usage of the
term reflecting a ‘broad range of philosophical and political traditions’
(Barnett and Stevenson 2015, p. 520). Constructions of social justice are
‘highly dependent on the context in which it is used’ (Gairín and Rodriguez-
Gómez 2014, p. 820), with perspectives ‘inextricably linked to social con-
texts within which models of justice make sense to the people involved’
(Harris 2014, p. 98). Attempts to define social justice are problematic since
‘in pluralistic societies people understand it differently’ (Taysum and Gunter
2008, p. 184). Thus, ‘social justice has diverse, complex and dynamic mean-
ings’ (Davis et al. 2014, p. 7). Moreover, conceptions of social justice ‘are
not fixed, stable or uncontested across time, place and political context’
(Hajisoteriou and Angelides 2014, p. 897).

Blackmore (2009b, p. 7) calls for ‘greater conceptual clarification’ of
social justice, recognising that its current use includes terms such as equity,
(in)equality, equal opportunity, affirmative action and diversity, each taking
on different meanings dependent on national context. While social justice
may well be ‘an irreducibly complex concept’ (Griffiths 2014, p. 234),
Shields and Mohan (2008, p. 291) provide a helpful frame through which
this chapter explores a social justice perspective on women in educational
leadership:

Our concept of social justice is one that identifies issues of power and
inequity in schools and society and that challenges personal and systemic
abuses of power as well as alienating and marginalizing beliefs, values, and
practices.

How Does Social Justice Relate to Educational Leadership
and Management?

Within the field of educational administration, leadership and management
interest in ‘issues of marginalization’ is relatively recent (Ryan 2010,
pp. 358–359), with research mostly focused on the role of the school
administrator and on principal preparation programmes (Insana et al. 2014).

Mullen (2008) considers democracy and accountability, power and
authority, equity and opportunity as critical issues of social justice that
are central to educational leadership. Richardson and Sauers (2014,
p. 107) contend that social justice within schools begins with leaders
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since ‘leaders recognize that inequalities exist within the system and focus
their energies to ensure equity for all students’. Similarly, Bogotch and
Shields (2014, p. 10) believe that ‘educational leadership and social justice
are, and must be, inextricably interconnected’. Indeed, Bogotch (2008,
p. 94) perceives the onus for education as ‘seeking a pedagogy and leader-
ship that might guide us towards change and social justice’, coming to
perceive social justice as ‘a moral responsibility in terms of how educa-
tional leaders used their power’ (Bogotch 2014, p. 54). In discussing
social justice as an educational leadership construct, Bogotch (2014,
pp. 52–53) asks, ‘Why insert educational leadership?’ concluding that:

. . . the relationship between educational leadership and others is reciprocal,
translating the lessons of power so as to create opportunities for others to
better their lives. . . . the legitimacy of social justice as an educational con-
struct lies in making tangible differences in other people’s lives, not in how
we, as educators, practice education, good, bad, or indifferently.

Thus, social justice leadership is to do with taking forward a sense of
agency and responsibility for a better future for all pupils, regardless of
their circumstances. Social justice involves political action to improve
society (Mestry 2014). It cannot be left to a few formal leaders in a
school but needs to permeate the culture of a school within which
teachers consider themselves activists, as ‘Teachers can be agents of
change or they can be guardians of the status quo’ (Arshad 2012,
p. 4). Social justice leadership needs to be positioned in school organisa-
tions, with teacher leadership ‘at the intersection of social justice and
curriculum inquiry acted on in teachers’ classrooms’ (Lopez 2014,
p. 478). Lopez argues that:

teacher leadership represents the agency of teachers to disrupt existing
norms and as social justice represents the pursuit of more equitable school-
ing, moving away from what I refer to as laminated equity and policies. . . .
seek[ing] to implement social change, remove injustices and improve the
lives and experiences of students.

Lopez (2014, p. 480) proposes ‘a cadre of aspiring school administrators’
will ensue, ‘who understand how to meet the needs of diverse learners and
ease the conundrum of retraining and training current school leaders and
administrators who do not bring these experiences’. This is not to negate
the role of head teachers in hierarchical school structures who ‘retain[ing]
overall power and influence and the strategic control over the direction of
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school improvement as well as providing legitimisation to staff leadership’
(Torrance 2013, p. 368).

In What Ways Is ‘Women in Educational Leadership’
a Social Justice Issue?

A concern with women in educational leadership represents a social justice
perspective in a number of ways. At a basic level, social justice represents a
fundamental commitment to issues of equality (Dukes andMing 2014). Not
only are women under-represented in senior leadership but the discussion of
gender in educational leadership is rare since it ‘does not seem to be
considered an essential component of the discussion and classification of
leadership theory in education’ (Coleman 2003, p. 326). That said, the
under-representation of women in leadership positions ‘has a well developed
body of literature that explores different notions of social justice over time
informed by liberal, radical, cultural and post structural feminisms’
(Blackmore 2009b, p. 4). Women still experience barriers into headship
(Coleman 2005). Despite a much higher proportion of teachers internation-
ally being women than men, they hold a minority of secondary school
management positions and in primary schools, males hold an over-represen-
tative proportion of management positions (Coleman 2002, 2005).
Exploring why the potential for women to become ‘the new source of talent
for leadership positions’ did not progress further beyond the turn of the
millennium (Blackmore 2009b, p. 3) remains an equality issue. Coleman
(2002) identified different pressures that female head teachers face in main-
taining work–life balance, making career choices and choice of leadership
style to conclude ‘women experience headship differently’ (Coleman 2002,
p. 325). Of those women who do take up headships in English secondary
schools, they are ‘more likely to be single, separated or divorced; fulfill
domestic responsibilities; move location to follow their partner’s career;
have fewer children; and draw on a wide range of carers to look after sick
children thanmen’ (Fuller 2010, p. 376). Women constantly negotiate their
coexisting roles as professional and mother (Bradbury and Gunter 2006).

Traditionally, women ‘are culturally expected to be caring, subjective and
personal’ (Oplatka 2001, p. 231) while working within ‘a male-dominated
organisational culture’ (p. 230) within which ‘orthodox leadership is male’
(Coleman 2003, p. 325). The pervading presence of gender stereotyping of
leadership styles is based on socially constructed gendered norms (Hoff and
Mitchell 2008; Schmuck 1996). These norms frequently position men as
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natural candidates for leadership and marginalise women’s ways of leading
to exclude them from leadership (Blackmore 2002; Court 1994; Shakeshaft
1987). The equation of leadership with masculinity is not new (Alimo-
Metcalfe 1998; Kezar and Moriarty 2000). Yoder (2001) draws our atten-
tion to the influence gender can have on leadership opportunities for
women; when issues of gender are left unchallenged major limitations to
encouraging young women into leadership can occur. Kezar and Moriarty
(2000, p. 55) indicate:

Traditional models of leadership tend to be exclusive and represent an orien-
tation to leadership derived from those traditionally in positions of power that
is mostly Caucasian, male, upper-middle-class orientation to leadership.

That said, Coleman (2003, 2005) found that there were no significant
differences in female and male head teachers’ descriptions of their leader-
ship style or perceptions of their daily leadership practice. Whether men
and women leaders behave differently in leadership is a highly debated
topic (Eagly and Johannesen-Schmidt 2001). Eagly and Johnson’s (1990)
meta-analysis of over 350 gender comparison studies in the area of leader-
ship found no differences in styles for men and women leaders in formal
leadership positions. As such, it would be contentious to refer to female or
male perspectives on and styles of leadership, since feminine and masculine
styles can be enacted by both male and female head teachers. Indeed, as
outlined previously, research on gender in educational leadership styles has
had an increasing emphasis on androgyny (Pace and Pace 2005). In
researching women leaders as if they are a homogenous group, some of
the literature that explores women secondary head teachers ‘is predicated
on outmoded theories of gender’ (Fuller 2010, p. 363) since ‘Gendered
leadership is more fluid and shifting than some research into differences
between the sexes might suggest’ (2010, p. 369). Indeed, Blackmore
(2009a, p. 57) argues that ‘the process of popularization of women’s
ways of leading discourse treats women as a homogeneous group without
differences in race/class/gender or in beliefs’ and does not necessarily
consider the diverse contexts in which women lead. It is timely that
Grogan and Shakeshaft (2011) synthesise the significant number of lea-
dership studies related to ways in which women lead to highlight five key
ways that women show their contextual approach to leadership—relational
leadership, leadership for social justice, leadership for learning, spiritual
leadership and balanced leadership.
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In a sense, it is not surprising to find that women, who may or may not
have experienced gender inequalities in the family, education and the
workplace, choose to lead in such ways. Over the last decade, many
researchers have reported that women tend to focus more on relationships
and participation, sharing power and responsibility and deconstructing
hierarchies, emphasising reciprocity and conceptualising leadership as col-
lective rather than individualistic (Billing and Alvesson 2000; Blackmore
1989; Court 2003; Kezar and Moriarty 2000; McNae 2010, 2014). With
women, there is often an emphasis on the need to empower and care for
others, and work in consultation and collaboration with consensus (Eagly
and Johannesen-Schmidt 2001).

We still know very little about women in educational leadership as a
social justice issue within any individual country’s context and far less
across countries and continents. This study sets out to explore the feasi-
bility and utility of such research, recognising that ‘The challenge for any
transnational dialogue is understanding the new global terrain beyond
national borders’ (Blackmore 2009b, p. 4). There is much to be explored
since, as Fuller (2010) notes, schools are contexts that expose children and
young people to gendered representations beyond the family context. The
school is a context that can, in its actions and inactions, perpetuate gender
inequities or seek to dispel them. There is a misconception of schools as
‘feminised’ workplaces. The majority of teaching staff may be women but
men are over-represented in headship posts. The construction of schools
as ‘feminised’ perpetuates the misapprehension that women’s dominance
in the workforce leads to opportunities for promotion should they choose
to achieve senior posts. Thus, children and young people encounter a
women-dominated workforce that is disproportionately managed and
led by men that seemingly also goes largely unquestioned.

By exploring women’s experiences across different contexts, it may be
possible to illuminate some of the experiences which inform the ways in
which women perceive their leadership, and also their contribution to
leading in socially just ways.

METHODS AND SAMPLE

This study draws from four countries, loosely connected by being part
of The Commonwealth; a group of 53 countries that span Africa, Asia,
the Caribbean and the Americas, Europe and the Pacific. Case studies
conducted in Scotland, England, Jamaica and New Zealand provide
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contrasting, cross-national contexts to explore the influences, possibi-
lities and challenges that women school leaders experience. The
researchers are mindful that ‘educational administration and leadership
are primarily a Western concept’ (Bogotch and Shields 2014, p. 8) and
that ‘assumptions of Western, liberal democracies which tend to under-
lie many of the theoretical conceptions/definitions of social justice
need to be recontextualized and then reconceptualized’ (Bogotch
2014, p. 61). Moreover, in this study, the Jamaican context provides
a contrast to the majority of international studies available to women
in educational leadership. Caribbean society is matriarchal with a high
proportion of both women teachers and head teachers although
beyond the school level, it is argued that men still hold significant
power and influence (Miller 2013).

This international project is exploratory and develops as understandings
become clearer. As a small-scale multi-method investigation, it combines
documentary analysis of policy documents and related research literature
with semi-structured interviews. It aims to contribute to the limited com-
parative empirical evidence available on women in school leadership, within
the context of a broader policy environment nationally and internationally. It
seeks to make a modest contribution to knowledge in this area.

Each research team adopted purposive sampling of women head tea-
chers. Many were known to the researchers and selected on the basis of their
ability to critically reflect and articulate their experiences. There were head
teacher/principals in a variety of schools as nursery (one), infant (two),
primary (eight), intermediate (one), and secondary (four) schools. It is
intended that their engagement will contribute to their professional devel-
opment and assist them in clarifying their own thinking about their role as
women school leaders. Participants are conceptualised as co-creators of the
data. An in-depth approach was favoured, to gather narrative accounts of
life story events as ‘a way of recognizing and capturing others’ sense of social
justice . . . critiquing and reflecting upon the taken for granted assumptions’
(Taysum and Gunter 2008, p. 190). This narrative approach was utilised as
‘a critical method in the struggle for social justice’ (Muzaliwa and Gardiner
2014, p. 194). The interviews were guided by six overarching questions, the
first two drawn from more heavily for this chapter:

1. What motivates women to become head teachers?
2. Do women benefit from any supports or encounter any barriers en

route to headship?
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3. Do women perceive that they experience headship in the same or
different ways from men and if so, in what ways?

4. Do women perceive that they enact leadership in the same or
different ways from men and if so, in what ways?

5. Does educational policy contribute in any way to supporting or
promoting women in school leadership?

6. How do the research findings contribute to developing understand-
ings of women in school leadership to potentially inform a larger
scale research project?

Procedures for the Recruitment and Selection
of Principals/Head Teachers

Across the four countries, there exist key differences in the procedures
used for the recruitment and selection of principals/head teachers. In
Scotland, the 32 Local Authorities are responsible for this process with
the Scottish Schools (Parental Involvement) Act 2006 ensuring proce-
dures include parental involvement. From 2018 to 2019, the Scottish
Government intends that all new head teachers will have completed a
postgraduate qualification for headship.

In England, head teachers are selected by school governing bodies. From
2010, the further academisation of schools removed many schools from
local authority control. Local authorities are not represented in the selection
process. From 2012, the National Professional Qualification for Headship is
no longer mandatory. The responsibility for selecting, training, preparing
and developing teachers and school leaders has been devolved to Teaching
School Alliances in a shift away from Higher Education Institutions.

In Jamaica, the recruitment and selection of head teachers/principals is
governed by the Education Act of 1980, section 43. Each School Board,
acting in support with the Ministry of Education, is responsible for the
recruitment and selection of principals. For appointment as a principal, the
individual must possess at least a first degree, be teacher trained with at
least 3 years approved service as a trained teacher.

The governance responsibilities and decision-making processes of New
Zealand schools are devolved to school principals and individual school boards
of trustees. These boards comprise elected or co-opted community members
and parents, and onemember of the school staff. The process of head teacher/
principal appointments is highly localised and there is a high level of autonomy
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overall with ‘no accountability required at any level of central government in
the appointment process’ (Brooking 2003, p. 2), as no officials from the New
Zealand Ministry of Education are involved in the process.

The 16 Head Teachers Involved in This Study

A small number of women head teachers in each country contributed to
the first phase of this study (see Table 2.1). In Scotland, four head teachers
participated with varying years of experience and number of headship
posts to date. All four head teachers were born in Scotland: three were
white British; one was British Asian. All four Scottish head teachers had
children, three were married and one was divorced but living with a long-
term partner. Their ages ranged from late 30s to late 50s. In England, the
head teachers reflected the multiethnic urban population. However, there
are so few Black and Global Majority heritage women in headship in
England that their countries of origin and/or faith are omitted for pur-
poses of anonymity. In Jamaica, the four head teachers had taught in
primary schools and had over 10 years of classroom teaching experience.
At the time of the study all four teachers were serving as head teachers in
the primary school where they were first appointed as teachers. The
participants’ ages ranged from early 30s to mid-50s. In New Zealand,
the length of service and leadership experience varied among the four head
teachers. Two head teachers who led inner city primary schools were
experienced teachers (11 and 15 years in their schools) and both relatively
new to leadership. The ages for this group ranged from mid-30s to mid-
50s.

EMERGING THEMES FROM THE DATA

The purpose was to investigate women’s experiences and perceptions of
leadership, locating these within a framework of leading for social justice.
Common themes emerged across the Commonwealth countries, with a
small number of contextual differences appearing. These common
themes are presented in Table 2.2, along with an indication of which
women leaders in each country raised each theme. Where all four of the
women raised a theme, this is indicated by ‘All’. Where fewer than four
women raised a theme, the names of those who did so are presented in
the table.
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Table 2.1 Head teachers involved in this study

Country Name School Time in post Personal details

Scotland Alison Middle-sized infant
school
Rural town

4 years
Third
permanent
headship

Born in Scotland
Has children

Louise Large primary
school
Suburban area of city

2 years
First
permanent
headship

Born in Scotland
Has children

Ann Large secondary
school
Outer edges of city

1 year
Second
permanent
headship

Born in Scotland
Has children

Claire Large secondary
school
Within a city

9 years
First
permanent
headship

Born in Scotland
Has children

England Susannah Nursery school
Urban setting

4 years White British
Married with children
Mid-50s

Hasna Primary school
Urban setting

1 year First generation
immigrant
Married with children
Mid-40s

Dee Secondary school
Urban setting

2 years British Asian
Married with children
Mid-40s

Coleen Secondary school
Urban setting

12 years Mixed heritage—
British and faith
Married with children
Mid-50s

Jamaica Gene Primary school
Inner city

12 years Born in Jamaica
Unmarried

Sherett Primary school
Rural multigrade
school

1 year Born in Jamaica
Married with children

Kemma Middle-sized
primary school
Urban

5 years Born in Jamaica
Unmarried

Smerl Middle-sized
primary school
Rural

8 years Born in Jamaica
Unmarried

(continued )
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Table 2.1 (continued)

Country Name School Time in post Personal details

New
Zealand

Maya Primary school
Rural

5 years Born in New Zealand

Kathy Large primary
school
Urban

2 years Born in New Zealand

Sarah Intermediate school
Inner city

6 years Born in New Zealand

Aroha Large high school 10 years Born in New Zealand
Of Māori descent
(indigenous New
Zealander)

Table 2.2 Overview of women leaders who raised each theme

Scotland England Jamaica New
Zealand

Limited early career aspirations (linked to
gender)

All Susannah
Hasna
Dee

Gene
Kemma
Sherett

Maya
Sarah
Aroha

Pragmatic/altruistic reasons for seeking
promotion

All Hasna
Dee

All Kathy
Aroha

Experience of discrimination All All Gene
Kemma
Sherett

All

General sources of support All All All All
Specific support from husband and/or
family

All All Sherett Maya

Experience of personal challenges All All All All
Experience of wider challenges All Susannah

Hasna
Dee

Kemma
Sherett

Sarah
Aroha

Perceived differences between men and
women’s leadership styles

All Susannah
Dee
Coleen

Gene
Kemma

All

Perceived importance of national support
and policy

All All None Sarah

Suggestions for future research All Coleen All Sarah
Aroha
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The following four themes are highlighted to begin a conversation about
women head teachers’ similar and contrasting experiences of school lea-
dership in Scotland, England, Jamaica and New Zealand:

• Limited career aspirations in early career phase (linked to gender)
• Experiences of discrimination (age, gender, ethnicity)
• Experiences of personal challenges
• Experiences of wider challenges

Limited Career Aspirations in Early Career Phase
(Linked to Gender)

All four of the Scottish head teachers reported having limited career
aspirations in the early phase of their careers, with none planning a career
towards headship:

it was never really on my radar at all. . . . it kind of made its way towards me.
[Ann]

Similarly, three of the four English head teachers reported having limited
career aspirations. Three started their working lives in other jobs with the
fourth not immediately attracted to teaching:

No plan whatsoever at the beginning and I’d say even to maybe two years
ago, still not thinking about headship at all. [Dee]

In contrast, Coleen recounted:

I’ve had my children. Gone straight back to work because I was absolutely
driven about being a Head.

Three of the four Jamaican head teachers reported having limited career
aspirations:

No, not in my wildest dreams. [Gene]
It was the furthest thing from my mind. [Kemma]
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In contrast, Smerl had ‘always wanted to become an education officer’ and
considered her head teacher role as ‘preparation’ for that.

Three of the New Zealand head teachers reported having limited career
aspirations:

I just did not know what was possible . . .what was out there for me. [Maya]
The way forward was not always clear and I had time out. I think I had a

different perspective to most, because for me, family always came first.
[Sarah]

I went into teaching to make a difference and did not really picture
myself as one [a principal]. It was not until someone said to me that I
should consider it [headship] that I thought seriously about it and actively
pursued it. [Aroha]

However, Kathy had aspirations from the beginning of her teaching career
and stated:

I knew that was me . . . I wanted to leave a legacy right from when I was at
uni . . . the way I could do this was through having my own school, being the
decision maker . . . I’ve always been at the front, leading and making deci-
sions from when I was a student. [Kathy]

Experience of Discrimination

All four of the Scottish head teachers reported experiences of discrimina-
tion. Alison in her mid-30s and Louise at age 27 experienced age discri-
mination on applying for a first promoted post:

I saw that as quite a barrier, that I’d left it too late. And people were
thinking I was too old to be a senior teacher. . . . people thought at school,
that I was too old to start, to start the journey to become a school leader.
[Alison]

Whereas Ann and Claire experienced discrimination returning to work
after their first children were born:

I think one of the biggest challenges for me if I go right back was when I
decided to have children. And I remember at one point coming back from
my first maternity leave and discussing things with the head teacher. And he

38 D. TORRANCE ET AL.



said to me at that point, ‘I don’t know why you’re coming back to work.
The most important thing that you have and is a challenge is bringing up
your child. And what are you doing coming back to work?’ And that
shocked me a bit really . . . So that was a challenge but, you know, I knew
within myself my family was important to me but so was my career. And I
just rose above that and thought, ‘I won’t have his value system imposed
upon me’. [Claire]

All four English head teachers raised examples of different types of
discrimination. Susannah was not perceived as having leadership poten-
tial while Hasna had felt patronised. Hasna and Dee had experienced
discrimination related to race, culture and/or religion. References were
made to:

‘Your community’, and, ‘In your area’, and, ‘The risks to your children’, you
know, I was fuming inside but I had to control it and I had to be profes-
sional about it, but it was a personal attack [on me as a Muslim]. [Hasna]

Coleen experienced discrimination directly related to being a working
mother:

when I had my last child, when I came back from maternity leave my Head
said to me, ‘Oh you won’t need to attend those meetings now because
you’ve got your little one to look after. So don’t worry about it.’ Then I
went away to my line manager and blew my top because I was so cross that
she thought that because I’d had a child, I couldn’t carry on operating at the
level I had before. [Coleen]

Three of the Jamaican head teachers identified examples of age and/or
gender discrimination. Gene raised a highly political example:

The Chairman of the School Board at the time wanted a male even though I
did very well at the interview. I came out on top of all the interviewees but
he was adamant he wanted a male while the other members of the board did
not agree with him and so the MOE [Minister of Education] and the
Member of Parliament had to step in and that is how they overrode his
decision and I got the job. But I think he wanted a male as he felt it was a
male who could bring strong leadership to the school. [Gene]
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All of the women in New Zealand had experienced discrimination in
various forms.

Kathy shared an example of age discrimination:

. . . and they looked at me and one asked, ‘what life experiences could you
possibly have in the relatively short life you have lived so far?’ I could not
believe they would ask a question like that. It really rocked me, I was
gobsmacked and I felt like a child, having to justify my ‘short existence’
and lack of time teaching, although I knew I had the stuff to do the job.

Sarah and Maya shared instances of gender discrimination with Sarah
venting her frustration with the number of inexperienced young male
teachers being appointed to leadership roles ahead of other more experi-
enced and qualified women who had applied:

You see them come in, lap top under one arm, rugby ball under the other and
you know the story . . . you just know . . . they are going to get it over you.
Some people are like, ‘we can’t see why you did not get it’. But I know—it’s
that the Boards can’t see past the penis, the man and what they think he’s
going to bring to the school. They [board of trustees] just assume he will be
stronger, firmer, better role model for boys . . . you name it, they will spin any
line to disguise their traditions and unfair and often wrong choices.

Aroha shared an interesting example of positive discrimination. She had
been appointed to a role because ‘they needed my brown face’. She
described winning a position in a school with a high proportion of
Māori students. The school had become alienated from its community
and the board of trustees was looking for a leader to make reconnections.
Aroha came from Māori lineage, highly respected in the area, and
although relatively inexperienced in the area of formal educational leader-
ship, she believed she had won the position over more experienced appli-
cants because of her skin colour ‘but they would never say that out loud’.
Aroha also experienced discrimination, often feeling ‘excluded and on the
outer’ at Principals’ conferences and events because she was a woman and
more so because she was a Māori woman. She stated:

I stand there invisible mainly. They ignore me. I’m not invited onto com-
mittees. I don’t drink, I don’t play golf . . . so I don’t really fit the mould and
because of this I guess I miss out. I feel alone and mostly just stay in my
room.
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Personal Challenges Experienced

All four of the Scottish head teachers reported the personal challenges
linked to work-life balance as working mothers:

That’s been my big barrier all the way through. [Ann]
So there’s always a constant pressure. And I think it’s all about being, being

the best mum you can be as well as being the best head you can be [Claire]

All four of the English head teachers reported having experienced similar
challenges:

being able to spend quality time with my family in the evenings and the
weekends. Now that’s not physically possible. [Coleen]

Dee, however, saw an advantage to this challenge:

one of the things that has really helped me get the work-life balance was
having children because you have limited time to do work. [Dee]

Maintaining a work–life balance as a working mother/carer was a chal-
lenge highlighted by the Jamaican head teacher who was a mother/carer
while the others perceived it as a challenge for working mothers:

The home gets neglected; children suffer everybody else suffer. [Gene]
Definitely! . . . and work takes the bigger share. [Smerl]
Women school leaders face many challenges in maintaining a work and

personal life balance. Women, are most times the person who have to ensure
that the children are taken care of, the house is clean, the husband is taken
care of, do grocery shopping, take the sick children to the doctor and be a
good leader, mother and wife. Some female school leaders are also single
parent and this poses a problem in terms of spending enough quality time
with their children/child. [Sherett]

All of the participants from New Zealand experienced personal challenges
associated with their leadership. Maya had returned to work having experi-
enced fatigue and what she considered ‘burn out’:

You try to be everything to everyone and still it is not enough . . . people
want more from you and my tank was empty. I had nothing left to give to
anyone—my kids, my family, my job. My mind and body simply gave out.
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Sarah explained a large number of challenges included the assumptions
made by others:

I was like the default—it was assumed that I would do kids, sports, dinner,
washing—you name it! [Husband] and I had some big chats about how this
was not fair and needed to change. He was like ‘sure’, then after a week or
two it slipped back into the old ways . . . I guess I am not good at letting
go . . . good at leading at school, not so much at home!

Kathy shared:

They [staff] set you up against others. I remember the first run in I had . . . some
of the male staff just thought they could walk all over me. Maybe because I was
new, but more likely because I was a woman . . . not part of the old boys club. It
was a hard culture to break . . . and not easy to lead a team of males who don’t
want to play nicely.

Kathy had found it difficult to find a partner due to the long hours she
worked; she felt ‘wedded to the job’, with little hope of finding a partner
to share her life with.

Experience of Wider Challenges

All four of the Scottish head teachers reported having experienced a range
of wider challenges associated with being a woman head teacher:

So I think probably I have got myself into a number of situations which
I’d have preferred not to have been in [with line managers in local
authority]. Not through trying to cause trouble, but trying to do
what’s right. [Louise]

It’s probably not a deliberate decision to try and make an old boy’s
network. But I think what had happened in school leadership is a lot of
the promoted posts were held by men. And as a result, you know, I suppose
they did activities together which were kind of suitable for men . . .And that
created a mesh network in leadership which was particularly exclusive for a
female leader unless you’re into these particular areas [laughs]. So I think
without really thinking about it they had created a network which was
exclusive. [Ann]
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Three of the four English head teachers provided examples of wider
challenges. Susannah reflected on previous experience of organisational
culture within Further Education, which she found was male dominated
and no encouragement for her to lead or recognition of her potential. By
contrast, Coleen was in danger of perpetuating a culture that might
disadvantage other mothers:

I guess that’s about me believing that everybody should operate at my level
and that’s a weakness of mine I think. [Coleen]

Two of the four Jamaican head teachers reflected on wider challenges
associated with being a woman head teacher:

I encountered information withholding, things I should be told I was not
told and also some teachers were not too cooperative. For example one
teacher who was the signatory to the bank account for the school failed to
turn up at the end of one term to sign cheques even though arrangements
were made for her to sign some cheques and she did not respond to calls and
text messages I sent to her. [Sherett J]

Two of the New Zealand women had experienced wider challenges. Sarah
shared:

For me it was breaking traditions and rituals what seemed like such normal
practice, but until questioned, were not even considered to be damaging, to
the school, the staff, the students and to me. They [rituals] created a culture of
sexism and judgment which no one deserved to be on the receiving end of.

Aroha expressed the challenges of leading in her school context, and the
tensions of stepping back in her family and cultural context where women
leaders were not seen ‘at the front’. She described how it was difficult to
embody leadership in its full sense when the cultural protocol and expec-
tations had a significant impact on her leadership outside the school
creating a tension with her leadership in school. One example was when
she felt she should speak on the school Marae (cultural meeting place), but
cultural protocol prevented women from doing so. This impacted on how
others saw her as a leader and how ‘walking in two worlds’ was confusing
and lacked authenticity.
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DISCUSSION

This chapter began with a discussion of social justice representing a major
theme within leadership policy, research and literature internationally
before identifying women in educational leadership as a social justice
issue. A preliminary analysis of data gathered across four contrasting
Commonwealth countries supports this view. Although there were differ-
ences in the experiences of women head teachers within and across the
countries, there were more similarities. Almost all of these women said
they experienced headship differently from male head teachers and had
been treated differently in their careers. Many examples of discrimination
and additional challenges were identified.Wemight have hoped our findings
would contrast Coleman’s from 20 years ago (2002) and Bradbury and
Gunter (2006) with regard to negotiating coexisting roles as professional
and mother. Instead, these findings point to entrenched social and cultural
traditions that prescribe gender roles and ‘spill over to influence leadership
behaviour in organisations’ (Eagly and Johannesen-Schmidt 2001, p. 787).

Despite decades of legislation and various initiatives such as mentoring,
capacity building programmes aimed at assisting women into leadership, it
would appear that gender still has a significant impact on leadership opportu-
nities for women. Left unchallenged, this could create significant limitations to
encouraging young women into leadership opportunities (Yoder 2001).

In overcoming challenges, and in many cases issues of power and
inequality (Shields and Mohan 2008), these head teachers had prevailed.
In the main, their early career aspirations were limited; they often took up
headship for pragmatic or altruistic reasons rather than seeking status or
power. This reflects Curry’s (2000) assertion that through socialisation,
many women come to believe that leadership is unacceptable for their
gender. Certainly, there were examples of these women head teachers
encountering organisational cultures that significantly impacted on them
(Walker and Dimmock 2002), for example, as young leaders and when
returning to leadership positions from maternity leave.

CONCLUSION

Social justice leadership represents a major theme within policy, research
and literature. As part of this, the resurgence of interest into the experi-
ences and perceptions of women in educational leadership (Grogan and
Shakeshaft 2011; McNamara et al. 2008; Reynolds 2002) demonstrates
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internationally women remain under-represented in school leadership.
Reasons vary from one country to another; however, it has been suggested
from previous empirical studies (Bradbury and Gunter 2006; Coleman
2002, 2003, 2005; Oplatka 2001) that family and personal roles, social,
cultural, orthodox stereotypes as well as systemic and policy-based actions
all contribute.

Through participating in this study, the head teachers were encouraged
to reflect on their experiences. Reflection is an important part of developing
a conscience of social justice, and Whyte (2001, p. 157) advocates for more
focused reflection suggesting ‘we must go to the roots of our abilities, a
journey into the core sense of ourselves where we can put together an
understanding of how we are made, why we have the responsibilities we
have, and, just as important, the images that formed us in our growing’.
Indeed, one important facet of educational leaders leading in socially just
ways is to ensure they critically reflect and understand how their ‘underlying
beliefs, values, and attitudes may be counterproductive in our quest for
education that is both just and excellent’ (Shields 2004, p. 8).

As researchers, like Slater, Potter, Torres and Briceno (2014,
p. 114), we have been struck by the similarities between diverse
countries, in the experiences of the 16 head teachers, reflecting the
conclusions of Norberg et al. (p. 101) that ‘social justice leadership in
practice, despite the national context, offers more commonalities than
differences’. Indeed, the emerging findings from this study reflect the
view of Bogotch (2014, p. 62) that ‘Social justice as an educational
practice is inclusive of all members of the world’s population regardless
of governmental structures, cultures, or ideologies, and it accounts for
innumerable contingencies of life-influencing individual outcomes or
unpredictable consequences of our actions.’

We have gained much from considerations of local manifestations of
global issues, moved individually and collectively to leadership commit-
ments that emphasise social justice (Lyman et al. 2012). However, as
Shields (2004, p. 8) argues, ‘commitment and good intentions are not
enough’. It is hoped these case studies provide potential for cross-phase
comparison (primary and secondary contexts) as well as cross-national
comparison of contexts, influences, possibilities and challenges. In
addition, the study wishes to explore the intersection of gender with
characteristics such as ethnicity/‘race’ and age to consider how these
impact on the shape and realities of women’s leadership in the twenty-
first century.
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The vast majority of women head teachers in this study experienced
discrimination, personal challenges and wider challenges during their
journey into headship and on appointment to headship. ‘Women in
educational leadership’ is a social justice issue. If the under-representation
of women in school leadership is to be addressed, then this reality needs to
be faced, further explored and acted upon both nationally and
internationally.
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of knowledge about women school leaders of color. This chapter presents a
two-layered examination of cross-cultural women of color as enacting leader-
ship for social justice in scholarship and practice.

Having experienced the challenge of being students of color in diverse
school contexts, we reflect on the importance of studies focusing on the
knowledge, wisdom, and potential of women of color in leadership. It relates
to the improvement of children, families, and communities. Later, as we
joined academia, we continued this advocacy by asking: is it possible that the
limited number of women scholars of color in academia restricts the significant
knowledge reporting on the contributions of women school leaders of color?

A critical examination of women in educational leadership has been
developed by scholars indicating that education is a respectable career
option for women (Acker 1995; Grogan 2010). However, the research
has not been explicit about supporting women of color in educational
leadership positions (Blackmore 1999; Coleman 2001, 2005; Jean-Marie
and Normore 2010; Krüger et al. 2005; Shakeshaft 1989). Thus, we
perceive social justice as the theoretical foundation, illuminating studies
of educational leadership among women of color.

Leadership for social justice is perceived as generative power, emanating
from the women leaders of color breaking patterns of inequities. Perceived
as distinct from self-aggrandizing and traditional great-man paradigms
(Adair 1989; Crevani et al. 2007), these women’s leadership may be
moved by the authority given by the people they serve (Bordas 2007).
Bordas exemplifies this idea when she asserted that,

Only by becoming aware of how society is structured to perpetuate the dom-
inance of somegroups and to limit access to others, will leaders be able to create a
framework for the just and equal society in which diversity can flourish. (p. 112)

We share empirical studies related to women school leaders generated
by this chapter’s authors and ask: How do women school leaders of
color engage in advocacy and leadership for community uplift to create
change in diverse contexts? And in what ways do women researchers of
color connect to the experiences of their participants within the inter-
section of race, gender, and advancing social justice?

In this cross-country study, we draw on positive attributes from the
particular ethnic, cultural, linguistic identities of women leaders advancing
social justice (Santamaría and Jean-Marie 2014), recognizing the research-
ers as a vibrant and significant element that connects the personal and
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the political in research (Denzin 2003). Individually, we examined our
research scholarship with examples of empirical studies developed. Using a
qualitative secondary analysis (QSA) (Gladstone et al. 2007), we reveal in
what ways and under which conditions cross-cultural women of color
embody and enact leadership for social justice in four spaces: two in the
United States (one focusing on Latina women and one focusing on
African-American women), one in Canada, and one in New Zealand
(focused on Māori women).

SOCIAL JUSTICE LEADERSHIP

Social justice leadership is increasingly significant for educational scholars
and practitioners (Furman 2012). The K-12 (kindergarten to secondary
school) student population is becoming increasingly culturally, economic-
ally, and racially and diverse in many Western nations. As Young and López
(2005) asserted, there is a need for broader frameworks aimed at under-
standing leadership that includes alternative theories and practices to disrupt
taken-for-granted assumptions of what leadership is, what it can do, and
what purposes it serves.

As scholars in the field, we examine what constitutes the nature of
leadership under a social justice lens. For example, Jean-Marie et al.
(2009) argue that defining social justice is not an easy task. For
example, it is argued that greater equity and inclusion in policies,
curricula, and school environment is needed, which may positively
affect greater academic achievement for students often pushed to the
margins. Furman (2012) argues that leadership for social justice is
‘action-oriented and transformative, committed and persistent, inclu-
sive and democratic, relational and caring, reflective and oriented
toward socially-just pedagogy’ (p. 195).

Seeking to further deconstruct and theorize what it means to engage in
leadership that is socially just, we explore ways in which cross-cultural
women of color embody and enact leadership for social justice from differ-
ent ‘leadership spaces’ and contexts across countries. As scholars of color,
we deconstruct ‘leadership spaces’, defining it as a respectful and fluid space
embodying experiences, navigations, empowerment, resistance, agency, and
ways of being. This ‘leadership space’ disrupts what Sadao (2003) called
biculturalism, or the need to move between two cultures and often where
women of color are forced to accommodate themselves in the dominant
culture resulting in being further marginalized.
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WOMEN OF COLOR ONTOLOGIES AND EPISTEMOLOGIES

We were brought together due to active research agendas related to
gender and race. Early in this project we perceived that we shared
culturally rich ontologies from our own experiences and a commit-
ment to education. Through this collaboration, we generate a deeper
reflection about the rationale behind our social justice research agen-
das. In developing this work, we realize that as women scholars of
color, we are an integral part of the research. The contextual interac-
tion with the research participants characterizes the very nature of
qualitative research—which is different from hypothetical assumptions
in quantitative research. Women of color ontologies and epistemolo-
gies reflect the spirit of their communities. For example, in the
Latina/o community, a spirit of Latinidad is noticeable as reported
in Latina/o critical race theory (Alemán et al. 2013; Ladson-Billings
1999; Valdes 1997; Yosso 2005). Black feminism thought in the
African-American community is similarly shared in critical social the-
ory (e.g., Collins 2000).

The generation of critical research knowledge means confronting hege-
monic absolutes we have been subjected to when growing up, including
patriarchy, White supremacy, and racialized or gendered spaces. From a
global view, we recognize that not all societies are patriarchal. In the
Tongan culture, Wolfgramm-Foliaki (2009) shared that women come
from an unbroken lineage of female chiefly descendants of Pulotu, con-
necting Tongan mythology of life, death, immortality, and abundance
(Filihia 2001). In western societies, critical inquiry challenges
Eurocentric thinkers (Collins 2000) in relation to the position of women
of color. Western absolutes in relation to women of color had to be
revisited in order to generate new knowledge and research paradigms
that are inclusive.

FEMALE SCHOLARS OF COLOR GENERATING KNOWLEDGE

IN SOCIAL JUSTICE LEADERSHIP

Educational research about women leaders of color seems to be generally
focused on: (1) revealing norms and social conditions that restrain the full
participation of women in education (Méndez-Morse 2003; Murakami-
Ramalho 2008; Shakeshaft 1989; Smulyan 2000; Tyack and Hansot
1982); (2) strengthening our understanding of women’s professional roles
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when improving community health and well-being (Elenes and Delgado
Bernal 2010; Gutierrez 1990; Yosso 2005); and (3) confirming leadership
characteristics conducive to the promotion of successful academic environ-
ments (Jean-Marie and Martinez 2007; Horsford and Grosland 2013).

An example of research revealing norms and social conditions
restraining the participation of women in educational leadership
includes, for example, Shakeshaft’s (1998) analysis of the impact of
affirmative action for women in school administration. Shakeshaft as
well as Tyack and Hansot (1982) revealed how a ‘conspiracy of silence’
is still current. They indicate that even though affirmative action had
been ruled, databases continued to be silent of reporting gender- and
race-specific numbers for women school leaders. These scholars indi-
cated that in the era of high statistical reporting, such absence is not
unintentional. Méndez-Morse (2003) adds to this conspiracy, indicat-
ing that even though unreported for their contributions, within school
districts women leaders of color endure extra scrutiny due to race and
gender. Moreover, Murakami-Ramalho (2008) indicated that even at
home, women of color’s career plans are devalued by spouses or family
members who think they should be home tending to children and their
husbands. Smulyan’s (2000) observation is a stark reminder about the
effects of this conspiracy of silence, when she recognized that these
same women carry this silence forward by not even wanting to talk
about gender issues at work.

Challenges in school and community relations for women school lea-
ders of color include their role as cultural translator for the community
needs, especially when higher administrators are removed from connect-
ing with these families’ needs (by not possessing experiences amidst the
struggles of populations of color, for example). Yosso (2005) defines the
importance of community cultural wealth, as ‘the knowledge, skills, abil-
ities, and contacts possessed by socially marginalized groups that often go
unrecognized and unacknowledged’ (p. 69). For the purpose of this cross-
country study, we draw upon the lessons provided by these scholars to
reflect on our research agendas.

METHODS

In her work related to communities of color, Shakeshaft (1998) argued that
research is a political and ideological act. Denzin (2003) confirms this notion
recognizing that studies based on critical race-consciousness strongly relates
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to cultural politics, often addressing troubled spaces in search for social
justice. Denzin elucidated:

Performance [auto] ethnography is the future of ethnography, and ethno-
graphy’s future is the seventh moment. In the seventh moment the dividing
line between [auto] ethnography and ethnography disappears. The reflexive
ethnographer becomes the guiding presence in the ethnographic text. In the
seventh moment critical social science comes of age and becomes a force to
be reckoned with in political and cultural arenas. (p. 259)

In this chapter, we bring about performance ethnography as illuminat-
ing how as scholars, our research carries moral and political connec-
tions to world problems. We briefly share our work related to ways and
conditions in which cross-cultural women of color embody and enact
leadership for social justice in four contextual spaces: two in the
United States, one in Canada, and one in New Zealand while provid-
ing the context for the relationship between the researcher and the
researched.

In order to exemplify the empirical research we produced with this
focus, we used QSA (Gladstone et al. 2007; Heaton 1998). QSA is
defined as using existing data collected from prior studies to pursue a
new research question or utilize alternative theoretical perspectives. While
utilizing quantitative data in secondary analyses is quite common, using
qualitative data across continents or countries is an emerging phenom-
enon (Barbour and Eley 2007; Heaton 1998; Witzel et al. 2008). Interest
in the use of QSA for this current cross-country study stemmed from
conversations about our similar research on women of color, leadership,
and social justice which led to ongoing discussions about the knowledge
of women leaders in each context especially when co-creating findings
with multiple ways of knowing. We reexamined primary data (i.e., inter-
views, observational and field notes, documents analysis, and our own
experiences doing research on women of color in diverse) to consider
two new empirical questions (e.g., How do women school leaders of
color engage in advocacy and leadership for community uplift to create
change in diverse contexts? In what ways do women researchers of color
connect to the experiences of their participants within the intersection of
race, gender, and advancing social justice?). Since we were either the lead
or solo researcher, we were well positioned as secondary analysts to access
and reanalyze tapes, interview transcripts, and field notes from each other’s
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research. Since published reports are available on these studies, the find-
ings share the analysis process among the scholars as to not infringe into
copyright issues.

WOMEN OF COLOR RESEARCHERS AND THEIR CONNECTION

TO THE EXPERIENCES OF RESEARCH PARTICIPANTS

In this section the narratives of each woman researcher of color shares the
connection between their experiences and the research they develop.
Reference to their research includes the selection of participants, purpose
of their studies, and brief description of their findings. We begin with
scholars in the United States.

Latinas and African-American Women Leaders in the United States

Two scholars currently develop their work in the United States. The
context of US research can be found most often reporting on public
school districts, charter schools, and independent schools due to the
immediate availability of data produced by the National Center for
Education Statistics (Bitterman et al. 2013). The aforementioned report
informs that in 2011–2012, 52 % of 89,810 public school principals were
female. The majority of women (64 %) worked in primary schools, fol-
lowed by 30 % of women working in high schools, and 40 % in combined
schools (like upper school combining middle and high school, for exam-
ple). The report does not disaggregate males and females in reporting race.
They report that among public school principals, 80 % of the overall
principals are white, 10 % were African American, and 7 % were Hispanic
or Latina/o. African American and Latina/o principals are in most part
serving inner-city schools where poverty and societal problems influence
the work of principals.

Latina Principals in South Texas

After obtaining her doctoral degree at Michigan State University,
Elizabeth Murakami immersed herself in the investigation of Latina school
principals in South Texas as professor of educational leadership at Texas
A&M-San Antonio. The study of Latina school leaders has been receiving
attention since school administrators in Texas are overseeing 5,000,000

3 EDUCATIONAL LEADERSHIP AMONG WOMEN OF COLOUR IN UNITED . . . 59

www.ebook3000.com

http://www.ebook3000.org


children in K-12 schools, of which 52 % of students are Hispanic (Texas
Education Agency 2014). Reflecting on her preparation and background,
she shares:

I had the fortune of being trained with one of the strongest culturally-
relevant scholars in graduate school. Under her guidance while at
Michigan State University, I served in projects involving the activities of
American Indian communities. This experience made me aware about a
divide between traditional and evolving epistemological and ontological
thought in communities conflicted by colonization. I was able to transfer
this knowledge in the analysis of traditional Mexican families who inquire
whether the border crossed them, since they have been part of this community
long before settlers defined the U.S. borders.

Gender studies are a relevant part of my research because I am a woman of
color, but also because I have had the chance to prepare Latina school leaders.
For example, in a study entitled La reina de la casa quiere democracia: Latina
executive leaders and the intersection of home and the workforce (Murakami-
Ramalho 2008), I report the increasing number of Latinas in school leadership
preparation programs, who continue to have less chances of landing on a job.
Cultural factors rooted in the Latina/o community expectations influence this
inequality. Especially in dual-earning couples, the queen of the house, or la
reina de la casa, no longer expects ‘fairy-tale versions of life or wants to live in
terms of sovereignty or subjugation. Women executive leaders want demo-
cratic participation in their homes, in the same way they are preparing students
for a democratic future’ (p. 199). I point to the need for an ontological
renewal, transforming deficient models of inequitable cultural negotiations
between dual-earning Latina/o couples, and point to a lack for recognition for
women executives carrying double duties at home and at work.

Having the chance to observe the power of community as influencing
leadership in schools, I often take a socio-political stance in developing
research. My goal is to develop robust research that other groups would
be interested in reading, such as women leadership studies that male coun-
terparts would want to read, or Latina/o research that other groups would
like to learn from. Based on my training of employing community indigen-
ous knowledge, I develop research that informs and empowers Latina/o
communities, often focusing on sharing findings about school leaders that
can promote the success of first-generation students. I often revisit the
importance of sociopolitical consciousness and the variability of lenses
within this work to inform research. Latina/o students and their families
are often immersed in high-need schools, and underserved geographical
areas. They are also misrepresented and unrecognized for their indigenous
knowledge and roots.
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Currently, with a national team of Latina/o scholars reaching out to the
U.S. Midwest, East, and Southwest, we report on the success of Latina/o
principals. Based on a national survey of 233 practicing Latina Principals and
Assistant Principals in K-12 schools (Murakami et al. 2015), Principals in the
larger study were selected based on their (a) demonstrated commitment to
improving student achievement; (b) demonstrated commitment to social
justice, and (c) demonstrated commitment to enhancing school-community
partnerships for the Latina/o community. Using a LatCrit framework and a
phenomenological research approach, the findings share the importance of
one’s racial identity as fueling leadership practices geared towards social
justice.

One case from the data focused on gender reports on a Latina principal’s
professional identity (Hernandez et al. 2014). Using a phenomenological
approach (Moustakas 1994), we examined motivations and actions of Latina
principals as moral and social justice advocates. The participant in this case
study was an exemplar—a principal who demonstrated a larger number of
attributes (Murakami et al. 2015). The data collection involved two addi-
tional in-depth phenomenological interviews (beyond the survey questions).
The sociocultural and historical implications of how race, class, and gender
were identified in the identity of this Latina leader through: (a) growing up
living and understanding students’ experiences; (b) understanding the
Latino family and advocating for community engagement; (c) having high
expectations for students of color by creating bridges between White tea-
chers and students of color, as well as between families of color and White
teachers; and, (d) having high expectations for students and an acute aware-
ness of discriminatory practices in education.

Research on Latina school leaders under Murakami’s scholarship brought
lessons related to improving the conditions of students of color. A social
justice focus in her research included principals reflecting on values,
beliefs, and practices and exploring how these positively influence their
work with students, families, and communities.

African American Leaders in Southwestern United States

Gaetane Jean-Marie is the incomingCollege of EducationDean andRichard
O. Jacobson Endowed Chair of Leadership in Education at the University of
Northern Iowa. She graduated from University of North Carolina,
Greensboro and Rutgers, The State University. Her research focuses on
women and leadership in P-20 systems, leadership development and
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preparation in a global context, and educational equity in K-12 schools.
Gaetane shares:

My experience as a woman scholar of color (i.e., Haitian-American descent)
depicts the struggle women from underrepresented communities encounter
and the pervasive racist and sexist attitudes that continue to limit opportu-
nities for women of color (Cuadraz 2010; Hune 1998; Turner 2008). Over
eighteen years ago, my interest and research on women of color and leader-
ship were influenced by my multiple roles as an administrator and adjunct
faculty in higher education, and doctoral student in cultural studies and
educational leadership while simultaneously pursuing a post-baccalaureate
certificate in women’s studies. These joint pursuits provided an opportunity
to examine the intersection of race, gender and class evoked from feminist
theories, critical race theory, and leadership theories.

In my doctoral program, professors encouraged me to develop my
intellectual acumen as I grappled with an ‘outsider-within’ status as an
emerging Black female scholar (Jean-Marie 2009). Reflecting on this grad-
uate school experiences, the more I engaged texts critically in the multiple
disciplines I pursued (e.g., cultural studies, educational leadership and
women’s studies), I became more acutely aware of the limited research on
women of color:

The absence of women, in particular the experiences of Black women
in mainstream literature was a void I wanted to fill in the research
literature. My exposure to Anna Julia Cooper, Septima Clark, and
Mary Church Terrell as teacher activists working for social justice
documented in the work of Collins, Giddings, Guy-Sheftall, and
Hine broadened my landscapes of learning . . . I yearned to learn
about leadership for social justice through the voices and experiences
of women of color, past and present.

In the early 2000s, the culmination of my experiences as a graduate student,
an adjunct faculty, and an administrator in higher education caused me to
reflect on the subtlety of racism and sexism. Since completing my doctoral
studies, I continued my research strand on women and educational leader-
ship. One of my studies related to formal and informal leadership of women
examined issues of diversity, race, and gender:

This study about the professional experiences (formal and informal
leadership preparation; leadership and management practices; and issues
of diversity, race, and gender) included 11 female high school principals
(i.e., seven Caucasians, two African-Americans, one Native American, and
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one Lebanese-American) in one southwestern state. Three major findings
in this study reported that the principals highlighted the importance of
engaging in collaborative efforts that cultivated leadership for improved
student learning through consensus building efforts. These efforts repre-
sented relational dimensions of leadership practices where openness and
trust were fostered. Second, another common element of relationship
building was their approach to leadership. Specifically, principals con-
nected their spiritual beliefs and values as having a direct influence on
how they led their schools (i.e. articulated their beliefs and spiritual
commitment about furnishing help and being of service to teachers,
students, and the community). Finally, the leadership styles of the prin-
cipals indicated an understanding of diversity and leadership for social
justice (i.e. addressing the needs of the least ‘voiced’ in their schools such
as marginalized students, students on drugs, teen pregnancy, low SES
students, students who have incarcerated parents, students who live
alternative lifestyles, students who are involved with juvenile justice sys-
tem, and those who are sexually abused.).

I am reminded of the metaphor, the personal is political; so my research on
the interlocking systems of race, gender, and leadership resonates personally and
professionally. I subscribe to what Turner (2008) postulates as the ‘unfinished
agenda’ on women of color in higher education but also in K-12 context: (1)
without adequate pools of women of color as candidates for academic [and
administrative] positions, [schools], colleges and university departments lose
out on the perspectives they bring to the learning process; and (2) the lack of
women of color in high academic [and administrative] positions sends amessage
that women of color cannot succeed in these positions and, most unfortunately,
that our institutions cannot benefit from their participation. (p. 231)

Jean-Marie’s research showed that gender and race play a significant role
in the leadership of principals. Women in her research expressed that in
order to be successful as females, they needed to be assertive and have
more male-like qualities than female-like qualities. While issues of gender
permeated the discussion, race was also significant. There was an assump-
tion by several women in her studies that race did not matter when it was
in fact present in much of their discussion.

Black Women Leaders in Southern Ontario, Canada

Ann Lopez is assistant professor, Teaching Stream at the University of
Toronto’s Ontario Institute for Studies in Education. Ann was born and
raised in Jamaica and later migrated to Canada and is a member of the
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large Jamaican and Caribbean Diaspora in Canada. Ann’s experience as a
secondary school administrator formed part of the catalyst for her research
with school leaders and teachers in diverse contexts (Lopez 2011, 2015).
Ann writes:

I was moved to conduct research with educational leaders who work in
diverse contexts to bring their voices and experiences to the center of the
conversation. As a Black woman who was in leadership in secondary schools
and currently in leadership at the university level, through connection with
my participants I am better able to understand my own contexts, pain,
struggle and celebrations. I do this work to disrupt, inform, and transform.

In Canada where the population is becoming increasingly diverse, the
numbers of educators of color have not kept pace with the phenomenal
growth in the numbers of students of color (Ryan et al. 2007). Ethno-racial
minority group members (people of color) make up over 13 % of Canada’s
population; by the year 2017, this number will rise to 20 %; by the year
2017, more than half of Toronto’s population will be people of color
(Colour of Poverty Fact Sheet 2007). By 2031, it is projected that between
25 % and 28 % of the population could be foreign born and between 20 %
and 32 % of the population could belong to a visible minority group
(Statistics Canada 2010).

Blackmore (2006) suggests that there continues to be a lack of diverse
representation in system leadership and speaks to the work that needs to be
done in educational administration. While women have made tremendous
strides in labor participation the proportion of women in the higher eche-
lons of educational leadership remains a cause for concern. As a social justice
educator I am challenged to think about and research ways that schools can
be reimagined to meet the needs of diverse students.

I was born and raised in Jamaica with a history of slavery and colonization
where a small percentage of the population owns the majority of the
resources. My work and research has revolved around culturally responsive
practices and leadership that empower students that are marginalized and
excluded from the teaching and learning process (Lopez 2011, 2014). As
woman of color with an accent and different experiences and values, I often
experience the challenges of navigating academic spaces and contexts while
at the same time advocating for meaningful change. Like my participants I
use my work to find new epistemologies and ways of knowing.

My positionality in the research is not neutral as I advocate for more
culturally responsive and socially just approaches to leadership that is critical.
By explicating the possibilities and tensions of culturally responsive leaders, I
seek to posit ways that culturally responsive leadership approaches and
strategies can be implemented and practitioners supported. In many ways
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I see this as creating the praxis that so many school leaders and practitioners
continue to call for and answer the following question: How and why do
educational leaders embark on a journey of culturally responsive leadership?
What practices do culturally responsive leaders engage in and why? What
challenges and tensions do culturally responsive leaders face?

In my analysis of the data, I utilized tenets of culturally responsive leadership
(Beachum 2011) that calls for: a) the development of emancipatory conscious-
ness that focuses on educators’ awareness of the history and detrimental impact
of societal inequities; b) equitable insights that focus on the development of
attitudes that promote inclusion throughout the school community; and c)
engagement in reflexive practices whereby educators critically examine the
work that they do. The school leaders in the research felt that an important
aspect of their role as school leaders is to advocate for marginalized students
and to be purposeful in their practice. They took risks as school leaders, reached
out beyond their comfort zone and contexts and challenged resistance.

The leaders of color in Lopez’s research saw the community outside and
inside the school as an important part of their work. Their role as leaders
did not immunize them from the realities of their own multiple sites of
marginalization as women leaders of color. Her research adds new insights
on the importance of culturally responsive leadership and how women
leaders of color can be supported to continue their work on behalf of
diverse and marginalized students.

New Zealand: Māori and Non-Māori Women Leaders
Working with Māori

Lorri Santamaría is associate professor of educational leadership and Head
of School at the University of Auckland in New Zealand. Lorri received
her PhD from the University of Arizona in the area of Bilingual and
Multicultural Special Education, Rehabilitation, and School Psychology.
A Spanish-born American citizen, she is African American and Oklahoma
Choctaw. Lorri shared her commitment to education:

I perceive my professional work as an educational leader, educationalist,
researcher, and scholar of color to be an extension and evolution of a human
essentially becoming herself in a world resistant to change. The act and practice
of educational leadership is not as much choice as necessity for me. There are
three parts of me involved in this process: my political, social, and scientific self.
These co-exist within me, have existed since I was born, and are as tightly woven
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together as the plaits my mother lovingly placed on my childhood head. Two
lines of inquiry have emerged as a result of being trained in a research-intensive
institution with academics who saw potential past my gender, skin color, first
generation university student status, and low socio-economic reality.

The first research platform extended that of my Supervisors. They were
gracious teachers and academics who shared the technicalities of research
performativity including impeccable research design, clean data collection,
objective analysis and reporting (see Santamaría 2014; Santamaría et al.
2014). Over time, my political and social selves, the ones that embody
intersectionality and dynamically birth my hopes and dreams, have given
rise to a second research and educational leadership platform. This iteration
would not have come to be without the first. In this second space, I am free
to self-decolonize, know, forget, and act upon my intentions while drawing
strength from the positive aspects of my identity. In this space I enter with
humility. I also enter bearing meaningful reciprocity in mind.

My educational leadership practice and scholarship comes from two
distinct orientations. One is informed by the history and philosophical
context of the greater world around me. The realities that power and
struggle are part of restoration, reclamation and rejuvenation of something
that is amiss in education today. Some call this work multicultural educa-
tion; others call it social justice or culturally-responsive practices or critical
leadership (Santamaría and Santamaría 2012, 2016). I call it my life.

Currently, I developwork aboutMāori knowledge.NewZealand (NZ) has
been governed by a bicultural (Māori /British) treaty since 1840. This agree-
ment, which ensures the health, educational and political participation and
well-being of all members of society including Indigenous Māori is the coun-
tries founding document (Orange 2011). Today,Māori constitute 30 % of the
NZ population but are grossly underrepresented in education and educational
leadership (MoE 2010).

I developed a study of leadership practices with more than 25 Māori and
non-Māori women leaders in Aotearoa where Māori-based best practices were
employed to benefit systemically underserved students (e.g., children in pov-
erty, Pasifika [i.e., Samoan, Fijian, Cook Island, Tongan] descent). This study
examined applied critical leadership (ACL), a U.S. based approach to leader-
ship where educational leaders leverage aspects of their identities to improve
educational inequities (Santamaría and Santamaría 2012). This inquiry
emerged from an invitation to engage research in parity with members of Te
Ara Hou or TheMāori Achievement Collaboratives (MACs) community. The
findings aimed to challenge status quo leadership practices resulting in persis-
tent inequitable educational outcomes for Māori learners.

I argue that when Indigenous women express leadership in Indigenous
contexts, these are more pronounced and appropriate for their particular
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contexts (Asuga et al. 2015; Santamaría et al. 2014). Women leaders in
MACs demonstrated leadership that mirrored leadership practices suggested
in ACL research.

Qualitative stories from women leaders in Lorri’s research provided exem-
plars of authentic and appropriate pathways for implementing effective
socially just leadership practices while aimed at promoting whānau
(family), iwi (tribal), and hapū (subtribe) engagement, context-specific
pedagogy, tikanga (cultural protocols), and whanaungatanga (relation-
ships). These findings affirmed the benefit of critical, culturally appropri-
ate, and socially just and equitable research.

In summary, each of us found meaning in developing research validat-
ing women of color leaders in different communities around the world.
Even though the communities studied were not our birthplace, the strug-
gles and needs for those communities spoke to the mission of social justice
carried. Further, we expand on the importance of developing strong
correlations between scholarship and practice.

DISCUSSION

In this chapter, women leaders of color in different contexts reimagined a
scholarly discourse toward social, political, and scientific rejuvenation and
reclamation. We do this by looking inward and outward, realizing that the
manifestation of leadership practice is irreconcilably intertwined with our
social, political, and scientific identities. The individual and collective
stances are on the cutting edge of scholarship in educational leadership,
arguably pushing beyond what is known and practiced. At the core of
these women scholars and leaders’ vulnerable selves is a dynamism and
energy that expertly toggles within social, scientific, and political realms.
This multifaceted reality enables them to consider a future for educational
leadership, promoting social justice and educational equity that is open
and can reveal new possibilities.

Commonalities in this research showed that the engagement of scholars
called for the same justice, by revealing instances of oppression and a need for
community uplift in order to create impactful change. The shared reflections
about their studies demonstrated the transformative potential to uplift a
broader educational community. In conducting QSA, all the women of
color in this research demonstrated agency, reflection, and determination
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to transform. These qualities were evident as they sought out spaces to act
boldly on behalf of marginalized peoples.

The leaders’ experiences in education, agency, and creativity relate to the
new materialism referred by Dolphijn and Van Der Tuin (2012). They con-
nect towhat ‘may be’ in regard to theories and practice in the present and at the
same time into the unknown future. Evolving educational leadership work of
this nature may be likened to the shifting theory into the future for a changing
world in response to known crises without fully understanding which practices
are optimal for addressing challenges in the present (Anderson 2009). New
Materialists suggest that the kind of educational leadership the scholars fea-
tured involves “a movement of becoming ‘more and becoming other,’ which
comprises the orientation to the creation of the new, to an unknown future,
what is no longer recognizable in terms of the present” (p. 7).

The leadership practices featured here invokes a distinct, fertile, and
rejuvenating space wherein leaders’most vulnerable selves evolve and reside.
Figure 3.1 illustrates relationships between each author’s social, political,
and scientific self. It is important to understand the emergence of this kind of
leadership as a valid, substantiated, and untapped infinite human resource.

The scholars’ personal accounts and research revealed the manner and
conditions under which cross-cultural women of color embodied and enacted

Our

Vulnerable

Selves

Political Scientific

Fig. 3.1 Relationship aspects of social, political and scientific to scholars’ selves
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leadership for social justice in the United States, Canada, and New Zealand.
Regardless of international geographic location and individual ethnic, linguis-
tic, or cultural identity, the scholars engaged in theoretical frameworks that
were intricately and purposefully tied to notions of improving conditions for
systemically underserved learners. Collectively, the scholars offered evidence of
the following aspects regarding their leadership worthy of further research:

• Research and leadership practices engaged on culturally responsive
and socially just ideas

• Critical and moral imperatives in research
• Disparities and inequities as persistent in moral and ethical crises in

education
• Shared belief that educational crises are prone to individual resolve
• Leaders and scholars are contributing players in the resolve of educa-

tional leadership challenges and issues
• Perceived diversity as opportunity
• Leadership practice and scholarship challenge existing educational

leadership theoretical and practice canons
• Scholars’ ontologies, epistemologies, and research methods among

women of color ensure they are not replicating or upholding status
quo practices.

The authors highlight community uplift to create change in diverse con-
texts in a myriad of different ways, depending on the specific context.
There is no silver bullet or a one-size-fits-all approach. The scholars were
original and culturally appropriate in documenting ways of working, while
being consistent in their quests for social justice. They each connected to
their participants’ experiences by tapping into positive aspects of their
identities. These scholars are continuously forging new territory in the
social, political, and scientific areas of educational leadership. They model
and reflect on their constituents’ challenges and tensions. These women of
color’s unique and generative dual processes provide fuel for future educa-
tional fires in every corner of the world.
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CHAPTER 4

A Comparative Analysis of Intersections
of Gender and Race Among Black Female
School Leaders in South Africa, United

Kingdom and the United States

Pontso Moorosi, Kay Fuller, and Elizabeth C. Reilly

INTRODUCTION

The underrepresentation of women in educational leadership is a long-
standing problem, which has received attention for over four decades globally
(Shakeshaft 1987; Blackmore 1999; Coleman 2002; Moorosi 2010; Fuller
2013). Although feminist in character many of the earlier studies focused
largely onwhitemiddle-class women, whose experiences do not represent the
majority ofwomen. As a result, blackwomen’s experiences of subjugation and
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success have remained on the periphery even in contexts where they are in the
majority. This omission of black female leadership narratives ‘along with an
adequate analysis of the contexts in which leadership has worked, limits our
ability to developways to improve schools and communities for children who
live in poverty and children of color’ (Murtadha and Watts 2005, p. 591).
Intersectionality theory (see Crenshaw 1991), therefore, helps address this
gap by focusing on the ignored experiences of black women in leadership and
how their gender and blackness influence those experiences. As Essed (1991)
claimed, despite their attainment of leadership positions, black women con-
tinue to struggle against ‘gendered racism’. This is even more significant in
contexts that have the historical baggage of racism and colonialism, such as
the United States with its legacy of slavery and racial segregation; the United
Kingdom with its legacy of colonialism and contemporary racism; and South
Africa as a victim of colonialism and later plagued by apartheid.

Discrimination against women in leadership is well noted in the South
African context and despite policy intervention (Moorosi 2010) women
continue to be underrepresented and marginalized and face challenges
when they are hired in positions of leadership (Schmidt and Mestry 2014).
More studies in South Africa are increasingly showing black women princi-
pals’ experiences in schools that suffer from multiple deprivations (Faulkner
2015; Lumby 2015), highlighting not only the gendered constraints, but
the inherent complexities of colonialism and racism that make the lives of
black women principals even more difficult. In England, women in general
make up 37% of secondary head teachers in state secondary schools and
black minority ethnic women below 4% (DfE 2015). To date, bespoke
training programmes (Campbell-Stephens 2009; Johnson and Campbell-
Stephens 2010, 2013; Ogunbawo 2012) have not secured black women’s
proportionate representation in headship or in teaching as a profession.
Indeed, black women head teachers in England have recounted their experi-
ences of discrimination (Brady 2014), unfair dismissal (Barling 2011), bully-
ing and isolation (Grant 2015). The United States pioneered the research
in women in educational leadership (e.g. Schmuck 1980; Shakeshaft 1981)
and continued to interrogate issues of discrimination including the concep-
tualisation of intersectionality (Crenshaw 1991; Collins 2000) at the realiza-
tion of the neglect of black women’s experiences. Although a great deal
of work has gone into the subject, and some significant achievements have
been made, recent work (Newcomb and Niemeyer 2015) shows African
American women’s continued disproportionate representation in school
leadership and struggle in marginalized and deprived communities. The
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sense we make from these studies is that black women are still underrepre-
sented and discriminated against and this discrimination can be ‘subtle and
nuanced or blatant and harsh’ (Schmidt and Mestry 2014, p. 8).

The political commitment to changing this position of women is there-
fore universal. From a research point of view, our approach is to adopt
multiple conceptions of feminism that enable the interrogation of the
multi-layered experiences of women in leadership in globalized multi-
cultural societies. This perspective reflects women’s own personal experi-
ences of subjugation as shaped by the interaction of multiple identities,
including gender and race. In this regard, we find Crenshaw’s (1991)
conception of ‘intersectionality’ that explains the interaction of gender
and race a helpful lens in providing an understanding of the pervasive
disproportionate representation and discrimination of black women in
leadership positions. But more significantly, it helps us understand how
women across different cultures negotiate multiple oppressive behaviours
to become successful leaders. A cross-cultural comparative analysis is
therefore not only timely, but long overdue, given the complexity of the
phenomenon. Since Crenshaw’s study (1991), many have used ‘intersec-
tionality’ to explain women’s experiences in leadership; however, such
studies have largely focused on small context-specific case studies
(Richardson and Loubier 2008; Jean-Marie et al. 2009; Schmidt and
Mestry 2014) that do not offer much for cross-cultural understanding.

In this chapter we examine the experiences of three black women
school leaders in the three different contexts (England, South Africa and
the United States), thereby creating an opportunity for cross-cultural
comparative analysis. The aim is to understand how women leaders
achieve success against complex multiple oppressions and how these
experiences impact on headship in different contexts. We address, in
particular, the question of what has led to black women’s success in
achieving school leadership as constructed from their gendered and
raced life experiences. After this brief introduction we present a metho-
dological overview, which is followed by an analysis of the three women’s
stories followed by comparative discussion and conclusions.

METHODOLOGY

This study was designed as a collaborative initiative that consists of differ-
ent national studies of successful female school leaders. To facilitate sam-
pling, success was defined as the achievement of top leadership positions
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(e.g. school principalship/headship) within the school context. Using a life-
history methodology, the black women leaders were interviewed using a set
of topics that informed the interviews, but also allowed some flexibility to
follow up interesting unexpected contextual patterns that enhance the data
on women leaders’ experiences. Our aim was to contribute to knowledge
on cross-cultural understandings of intersectional leadership by recognizing
the uniqueness of each national study in our comparative analysis.

The three countries involved in the study are England, South Africa and
the United States, chosen purely on the basis of the different research
collaborators’ locations or interests. We were aware of the vast differences
in geographical, economic, socio-political and cultural terms amongst the
three selected countries, but such comparative analysis as premised on a
shared legacy of contemporary racism in the post-colonial and post-apartheid
eras, was deemed necessary and long overdue. This scholarship is believed to
advance black women’s ways of knowing and has significant implications for
policy in the respective contexts. We acknowledge further, the differences in
the conception of ‘blackness’ in the countries participating; black is African
in the South African context; black and global majority/black and minority
ethnicity (BGM/BME) in England; and African American in the United
States. We provide the flexibility for these differences to accommodate
Blackness as used and understood in the particular contexts.

Further, we acknowledge the ‘problematic’ nature of our own positions
as researchers. Firstly, all authors are university-based researchers, and
none of us share any form of commonality with the practitioner experi-
ences of the black women in our study. Secondly, whilst all authors are
women, two of them are white women whose racial background and
profile bears no similarity to those of the participants. We are grateful
that the women shared their stories with us, and whilst we established
familiarity and rapport with these women, we would not want to take their
accommodation of our outsider status for granted. We hope we have been
sensitive to our participants. At least one of us engaged in self-disclosure in
an effort to answer spoken and unspoken questions from interviewees
that implied the desire to know ‘Who are you?’ and ‘Why should I talk
to you?’ (Dunbar et al. 2002). By way of analysis, interviews were tran-
scribed and each transcript coded with emerging themes. Each of the three
stories was written up using pseudonyms in reporting on the stories of
the women principals, but their stories remain actual constructions of
what they shared with us. Each researcher followed the ethical approval
protocols of their own institution.
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ENGLAND: ‘THE TRIPLE WHAMMY’—YOUNG, FEMALE AND BLACK

Nicola was a first-generation black British woman of Caribbean heritage.
In her late 30s, married and with a child of school-going age, she was
leading a mixed secondary school in an urban setting. Eighty percent of
the school population was of BGM/BME heritage. Fifty percent of chil-
dren spoke English as an additional language and only 20 % claimed Free
School Meals. The stigma associated with claiming state benefits meant
levels of disadvantage were probably higher than that suggested.

Nicola described ‘the triple whammy’ of her identity in being young,
female and black. The intersection of ‘race’, sex and age, as well as a
working-class family background, was multiple sites of oppression that
played out as racism and sexism by way of unconscious bias, prejudice
based on stereotypes, and overt and covert discrimination. She was ‘a very
lonely figure’ at head teacher meetings. Determined to express her opi-
nion she noticed people ‘shifting’ when she spoke, suggesting ‘maybe I
shouldn’t really be speaking, but that won’t ever stop me’. Nicola’s
identity as a black female head teacher is ‘self-defined and self-determining
within intersecting oppressions’ (Collins 2000, p. 273).

Nicola achieved headship against the odds (Coleman 2001). She was one
of a small number of head teachers of ethnic minority heritage making up 4
% of women secondary head teachers in England (DfE 2015). Nicola’s
parents emigrated from the Caribbean in the late 1950s or early 1960s.
Her older siblings experienced racist attitudes from children and teachers in
a white working-class area. Nicola was removed from her first primary
school because teachers’ expectations were too low (see Rollock et al.
2015 for a discussion of black, middle-class experiences of education). At
9 or 10 years old, a Jewish female teacher, Nicola’s advocate, enabled her to
teach a lesson about apartheid. Later, during a time of unrest, her secondary
school was closed for the day due to a march by the British National Party (a
far-right political party). Nicola left school as one of 13 pupils gaining five
good General Certificate of Secondary Education passes (GCSE). She
decided to attend college away from non-aspirational influences. These
college years were a time of conscientization (Freire 1970) when she
‘locksed’ her hair wanting,

to feel happy in my own skin and that’s part of me being a Black female and I
don’t have to conform to ideas about what my hair is [laughter] and how
that translates to me and so I’m going to own that.

4 A COMPARATIVE ANALYSIS OF INTERSECTIONS OF GENDER AND RACE . . . 81



Higher Education continued the process of identity formation with ‘me
emerging and knowing what I really wanted from my life’.

Despite deciding to teach at a very young age, Nicola’s career pathway
was non-linear (see Fig. 4.1).

It demonstrates her commitment to working with BGM/BME pupils.
Nicola encountered a number of barriers such as working in a local
authority where the values ‘did not meet mine in any way, shape or
form’; a selection process at which she was asked (by a white, male
governor) how she would take care of her child; and refusal (by a white,
male head teacher) of a request to reduce her hours so she could balance
family commitments with work. In each case, Nicola exercised agency. In
her own mind, she dismissed the interview question about childcare as
‘ridiculous’. The refusal of part-time hours was turned to,

Well if you’re not going to allowme to, I’mgoing to take control of it. I’mnot
going to allow you to have that power. So if you’re saying ‘no’ I can’t go to
four days, I’mnot going to allow you tomakemework five days [laughs] when
I don’t want to work five days because actually I have family who I need to deal
with right now and that’s more important tome. And therefore I’m just going
to take time out and I’m going to make the best of taking my time out.

Despite setbacks, Nicola constructed her career pathway as ‘being incred-
ibly lucky’. Senior leaders had mentored her; one black woman planted the
idea of headship helping her to imagine herself into the post (see Fuller

Post 1—Newly qualified teacher in School 1 in urban setting  
Post 2—African-Caribbean support teacher in non-metropolitan district (1 term)  
Post 3—Returned to School 1 in urban setting (3–4 years)  
Post 4—School Improvement Officer for ethnic minority achievement (Local
Authority) (2 years) 
Post 5—Residency via Future Leaders’ Trust and Assistant Headteacher in
School 2 in urban setting (80 %  BGM/BME pupils) (3 years)
Career gap—Child and parent care (18 months) 
Post 6—Vice Principal in School 3 in non-metropolitan district (initially in special
measures and raised attainment from 33 %  to 45 %  of children gaining
5 A*-C GCSE grades) (1 year)  

Post 7—Deputy Headteacher in current School 4 (2 years) 
Post 8—Headteacher in current School 4 (1 year ongoing)  

Fig. 4.1 Nicola’s career pathway
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2015). Nicola agreed that her positive mind-set and exercise of agency had
been influential. Her critical consciousness ensured values of justice and
equality were at the forefront of her leadership. Language, policies, struc-
tures and practices were questioned with respect to fairness, openness and
helping others by breaking down barriers. Nicola was concerned about the
acquisition of privilege through her words and actions, ‘If we do this for
this person, how can I justify it in my own conscience that it’s okay to not
do it for somebody else?’

Everyday racism occurred in the professional setting at meetings
(described previously) and in dialogue with some staff. Following a
white male, middle-aged head teacher Nicola identified herself, ‘I’ve got
the triple-whammy, you know, I’m young and I’m female and I’m Black’.
The microaggressions of racism (Delgado and Stefanic 2001) were present
in non-verbal expression or ‘shifting’. One illustration was a white, mid-
dle-aged man’s disagreement with Nicola’s decision on a personal matter.
She reported the conversation,

You’re really annoyed with me. You’ve gone and spoken to other members of
staff about it before you’ve actually come back tome and spoken tome about it.
I don’t really think that’s fair. You haven’t givenme an opportunity to right that
with you and I think you’ve been actually really quite selfish in your behaviour.

This was not necessarily typical,

he’s older, white male and I think that can sometimes be difficult for some. Not
all, because there are other members of staff who seem to rub along with me
really well from all kinds of backgrounds: same faith, no faith, different faith.

Nicola constructed her embodiment of diversity (see Ahmed 2009) as
disconcerting for those whose bodies are privileged in leadership as white
and male. She was acutely aware of disrupting leadership ‘embodiment in
gendered and raced forms and its emotional evocations [that] are often
not confronted’ (Christie and Limerick 2004, p. 3).

SOUTH AFRICA: ALWAYS AWARE OF BLACKNESS

Molly was a grandmother, a mother and a wife in her early 60s and about to
retire. She grew up in the Northern Cape province in the heart of apartheid
South Africa, brought up by her maternal grandparents who originally came
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from Lesotho. As a child she would frequently visit her paternal grand-
parents in Botswana and she remembers fondly how her maternal grand-
mother would always ask them to go and ‘wash their mouths’ (so they
could speak proper Sesotho) because she did not want to be confused by
the mixture of Setswana and Sesotho as two closely related languages.
Growing up in a predominantly Afrikaans-speaking community in the
Northern Cape, Molly’s outlook to life has been shaped immensely by her
exposure to this ‘mosaic’ of cultures and languages—she was fluent in four
languages at a very young age. Although she grew up during the times of
Bantu Education (which meant that black people received an inferior
quality of education) in the middle of apartheid South Africa, she was
educated within a private Catholic education school run by German nuns.
Her other great influence was, therefore, the Catholic values of discipline,
hard work and responsibility, as well as those of caring and respect instilled
from home. She became an ambassador and travelled all over South Africa
representing her school. She said, ‘I thank God for the sisters because they
made us strong . . .we were not stopped from saying our minds giving our
opinions and taking decisions.’ And that has been Molly’s way of leading:
she is assertive, hard-working and an absolute perfectionist.

Growing up in the heart of apartheid South Africa, Molly was always
aware and conscious of her blackness. She had to contend with racist and
other prejudiced attitudes, albeit to varying degrees. As a child of the
migrant labour system, her mother worked for a white family as a domestic
helper and so she practically grew up with the white children from that
family. However, due to the laws of the land at the time that did not allow
mixed-race interactions, their intercommunication was confined to the
yard. When they met outside the yard they behaved like strangers. She
acknowledges that it only made sense much later in life, but her father
would spend nights in the police van for no apparent reason or come back
home because he forgot a ‘pass’.

Molly’s first career love was medicine, which she could not do in South
Africa due to apartheid laws. Although the nuns had made arrangements
for her to study in Germany, it would mean leaving South Africa illegally
and she would not be able to come back. Her family, and most particu-
larly, her then ailing father could not deal with that prospect. After staying
home for 2 years, she ended up in a teacher training college, where she
qualified as a maths and science teacher. Her hard work and good results
earned her first promotion into principalship in a secondary school during
her eighth year of teaching.
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Although Molly achieved her first headship very early in her teaching
career, her experiences were not free from prejudice. She, however, con-
sidered herself very fortunate to have had the opportunity to become a
principal at such a young age. Her first headship was in a rural community
where people in the area had never had a woman as a principal, let alone a
young, small-statured woman in her late 20s. Molly had to relocate to this
community to follow her husband who was working in the area. This part
of her story resonates with other women’s lives both in the West and in the
Global South as seen in Coleman’s (2002) work. However, her lack of
initial acceptance placed her in the same category as many of the women of
her time in South Africa (see Moorosi 2010) and elsewhere. She stated
that the local chief of the area was very angry that the Department of
Education was ‘not serious’ to be sending such a ‘young girl’ to their area
as a school principal. In the whole area, which had 20 high schools it was
only herself and a Catholic nun who were women principals of high
schools. Molly recounted ‘life was not easy in the man’s world’. She was
viewed as a ‘distraction’—‘the old men I found in the field looked at me
suspiciously and because of cultural values, I found it difficult to approach
them when they had made a mistake’. Others would tell her outright that
they did not want to be ‘led by a small girl’. Molly acknowledged she was
very lean—‘I looked (to them) like a small girl who doesn’t know what she
is doing. So I had to work double to please these people’. And that is
exactly what she did—worked extra hard to earn her acceptance in that
community, by ensuring improved school performance through a great
deal of parental and community involvement.

As a school teacher and later a school leader working in rural areas that
were predominantly black minimized her exposure to racist experiences,
even though as a norm the system limited her chances of getting employ-
ment elsewhere. It was only when she moved to the bigger town to
upgrade her studies in a former homeland with no apartheid rules that
she experienced being treated as an outsider, not on racial grounds, but
because she was from ‘the farms’, which was regarded a lower form of
social existence. Molly says coming from rural areas, people were always
‘suspicious’ of her for being the ‘other’ person, and she struggled to even
get a teaching post after many years of experience as a school principal.
This however did not put her off, with a new university degree, she started
from the beginning and at the time of the interview, Molly was in her third
headship leading a large urban secondary school in a socially deprived area
devastated by substance abuse in a largely black mono-ethnic area. She
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fully acknowledged the challenges of heading a low socio-economic status
school with less educated parents. But Molly’s strategy was to get parents
involved in education one way or another. For her, ‘where there are
children, books and parents, I don’t have a problem’.

AFRICAN AMERICAN: SURROUNDED BY GOOD COMPANY

Kay is an African American woman who served as elementary principal
(grades K-8) in a large urban school system in the greater Los Angeles
region of California. Noteworthy is that the Los Angeles area is home to the
second largest school system in the United States. The demographics of the
district in which the principal worked included 75% of the children eligible
for free or reduced lunch, which indicates a high poverty community, and
62% of the children having a non-English-speaking background. Over 79 %
of the children identified as Latino and 19 % as black or African American.
Certificated staff (teachers and administrators) were 45 % African American,
26 % Latino, 10 % Asian and 10% White. Kay was between the age of 40
and 50 years old and had served in her role for over 10 years.

Kay described herself as a foster child whose mother was unfit to care for
her and her brother due to drug abuse/misuse. Her father was incarcerated
for many years in the California State prison system. In early elementary
school, a foster family took in Kay and her brother and subsequently
adopted them. She attended high poverty schools throughout Southern
California but noted that even with the disruption of losing her mother and
moving into foster care, it did not affect her drive to excel in school or her
accomplishments. Kay, who considered her adopted family to be the one
with whom she is most close, maintained relationships with her birth
mother and father (who was no longer incarcerated). She took pride in
the fact that she was the first in her biological and adopted family to earn a
bachelor’s degree, then a master’s degree and finally a doctoral degree.

One individual, who influenced Kay’s early childhood and led to her
reflections on her work as an educational leader, was her first grade
teacher, Mrs Crawford (a pseudonym), who influenced her profoundly
through her caring from when Kay was only 6 years old:

She understood some things about my mother and she helped me to
understand that excuses were barriers. If I would show up to class without
my homework at all, she’d say, ‘Where is it?’ She wanted to have a con-
versation with me because she knew there was a story. [I told her] my
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mother wasn’t there, she came home late, she was with her boyfriend, and I
think she was smoking something that made her act funny. She’d say, ‘What
does that have to do with you? I asked you to do the homework. I didn’t ask
your mother. You’re my student; she is not’.

These formative, recurring conversations with Mrs. Crawford helped Kay
to cultivate, out-of-the-box thinking—looking for alternatives—because
that is what she began teaching her. She said, ‘So, I carry that with me in
my career. When things are tough at work, I know how to surround myself
with, in the words of my mother, good company.’

As a woman principal, Kay experienced attitudes from her colleagues
that she believed were not experienced by men. In advocating for main-
tenance or repairs at her school, for example, staff would say,

‘What does the princess want for her school?’ and I often wonder when male
principals ask for something, do the staff say, ‘What does the little prince
want?’ Why is it that I am not being viewed just as an advocate for kids or as
a principal who is continually looking for opportunities to improve the
instructional programs at her school?

Whilst Kay reflected that she should probably have challenged their beha-
viour and characterization of her, she said that to this point she had used
humour to deflect the comments.

Kay believed that being a woman had a positive impact on her leader-
ship as she served as a role model for girls and women. Kay offered, ‘I am
the only professional woman my students see. We’ve evolved from nurses
and teachers, nannies and housekeepers. It’s important that girls see us in
positions of power.’ She described principally the differential treatment
she experienced in terms of what was an acceptable leadership style for
women versus men and the way assertiveness is viewed. To some degree,
the staff’s views were incongruent: laissez-faire women principals were
considered weak but assertive principals who advocated for their schools
were behaving in a manner that suggested they were entitled.

As an African American woman, Kay’s story suggested the history of
slavery in the United States and subsequent and ongoing racism has had a
pervasive impact on black women’s ability to lead—and that to this day no
form of national reconciliation with and widespread healing from the past
has happened with African Americans. This leads to what she characterized
as a generational curse. She specifically identified that to her surprise,
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African American women in the school system have been the greatest
detractors. Whilst she also was quick to say that many African American
women have served as guides and mentors, she was categorical in her view
that her greatest detractors are those who are most similar to her in gender
and race. ‘It felt like the mission of Black women was to see me fail. Not
Latinos, Whites, Black men, Filipinos, Blacks from Africa—but African
American women,’ Kay reported. Kay further explained,

When one African American woman sees another who is self-confident,
courageous, and believes in herself, she does not see it as motivated and so
on, but instead she thinks I believe I am better than she is.

She sees this as an attempt to destroy and diminish, akin to the use of fear,
psychological abuse and class differences amongst slaves (e.g. house slaves
versus field slaves) that led to the lack of self-esteem amongst slaves.

DISCUSSION

Early Influences

Growing up on three continents, Nicola, Molly and Kay were raised
under very different socio-economic and political circumstances. With
entirely different familial experiences, some commonality was shared in
how these experiences shaped the type of women leaders that they
became. Their stories explain the sources of their courage, values and
inspiration (Adler 2008) deeply rooted in their cultural and familial
histories and that become the early influences of leadership. Adler
(2008) classifies these early influences in three categories: historical,
cultural and societal.

Nicola’s immigrant parents had little formal education themselves but
valued education to the point of educating all their children and ensuring
teachers’ expectations of Nicola were sufficiently high. Their immigrant
experiences subjected them to a great deal of ‘racism’ and ‘unrest’ and
Nicola’s sense of being ‘first generation British’ conscientized her to social
justice and equality. Nicola’s critical consciousness ensured she led with
values of justice and equality. The work of the school was questioned with
respect to fairness and openness. She sought to help other black women
and girls by breaking down barriers. However, Nicola was also concerned
about the acquisition of privilege her words and actions enabled. That is
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the type of leader Nicola has become, one influenced strongly by virtues of
social justice and equality. Her close-knit familial ties suggest a strong
sense of community and it is perhaps not surprising that she views success-
ful leadership in terms of teamwork.

Although Molly’s parents were also not educated, the influence she got
from her mother and grandparents was particularly powerful. As a child of the
migrant labour system descending from grandparents who landed in South
Africa for economic reasons, she used the richness of her diverse cultural
background to her advantage. These experiences made her an adaptable and
assertive woman leader who would land on her feet after being thrown in the
deep end of rural patriarchy. Her assertiveness and hard-working nature stem
strongly from the values instilled at school by her ‘colonial’ school, which
carried her and influenced greatly the type of woman leader she became. Her
early exposure to racism throughwhite friendswhowould become strangers in
the street, parents who would be arrested for no apparent reason, conditioned
her to difference and she became alert. Molly says, rejection in the rural village
and in the city did not scare her. It made her resilient. She had her own ‘black
box’ that she opened when things got difficult.

Even with great deprivation through her early years, and little parental
oversight, Kay believed that were it not for the experience of poverty and
severely dysfunctional parents, she would not have embraced at such an early
age and with such clarity that a different and better life were hers to choose.
She chose a life different from her parents, to break down the barriers of
structural inequalities, and embraced different ways of understanding and
responding to her situation as presented to her by her teacher.

The role of school in shaping Kay’s and the other two women’s leader-
ship is significant. Whilst Kay’s greatest early influences trace to a caring
teacher and foster mother who adopted her, Nicola’s inspiration also came
from a teacher who enabled her to teach about apartheid, whilst Molly’s
greatest influence also stemmed from her interaction with the nuns and
their values of hard work, responsibility and discipline.

Thus, common to the three women is how they cite the influence of those
formative years on who they are as leaders today. The opportunity to move
beyond the small world of their birth to the broader universe of the perspec-
tives of caring parents, grandparents and teachers paved the way for the
possibility to imagine, to dream and to realize who they could become.
What is apparent from these stories is that significant, formative events early
on impelled them to seek lives of service to children who have also been
deprived. They worked in poor areas, affected by various social ills and with
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childrenmostly from less privileged backgrounds. Could this be what possibly
inspired them to be good leaders? The women display strong resilience to all
challenges that come their way and persistence to confront obstacles. Not only
have they broken the generational curse, but they strive to ensure that their
charges likewise have a choice of paths on the journey. The three women
understand their roots and how these have shapedwho they are as women and
as leaders. Indeed as Adler (2008, p. 13) says, ‘themore clearly we understand
the roots of our identity and humanity, the more able we will be to use our
strengths and core values to achieve the vision we have for ourselves and the
world around us’: these women are rooted in their history and culture.

Resistance, Agency and Strength

What also becomes evident in the stories of these three women is their
construction of powerful enactments of resistance, agency and strength.
Each found ways to resist the hegemonic discourse of white, male leadership
and female sabotage by continuing to speak up in public, by doing leader-
ship, by engaging in dialogue or by ignoring as ridiculous their experiences
of overtly discriminatory attitudes. By crossing boundaries, including break-
ing out of the powerful structures of inequalities such as poverty, racism and
sexism, to succeed in education and by breaking out of the powerful
discriminatory attitudes in education to succeed in educational leadership
these women demonstrated their exercise of agency. The stories are of
powerful women who self-define and self-determine. Mirza (1997,
p. 270) frames their success in the system(s) as ‘subversive and transforma-
tive’. It should not be read as ‘colluding with the mainstream’ but as
‘collectively opening up transformative possibilities for their community’
by ‘the power of education to transform and change the hegemonic dis-
course’ (Mirza 1997, p. 276). Further analysis of these stories and others is
likely to shed light on how they might have ‘evolved a strategic rationaliza-
tion which has its own logic, values and codes’ (Mirza 1997, p. 276).

CONCLUSION

Whilst we framed and limited the study to gender and race intersections,
other intersecting aspects of identity (such as age, class, ethnicity, culture)
emerged, suggesting the need to open up parameters of the intersectional
analysis. We were, however, satisfied with the level of analysis and
although we are cautious in our conclusion given the size of our sample
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of the narrative research, we do suggest that there is merit in looking to
make these stories uniquely contextual as well as cross-culturally shared. As
this sample is presently small and the issues have not been sufficiently
explored, we caution against drawing any broad conclusions regarding, for
example, what Kay reports as internal sabotage from fellow African
American women in the United States; the sabotage from fellow African
American women requires much more work to expand the number of
voices of African American women who share their stories and are coura-
geous enough to examine its relationship to slavery and racism in the
United States. In the same vein, we treat with caution Molly’s and
Nicola’s simultaneous interplay of multiple identities that include age,
culture, ethnicity and class and their relationship to colonialism, apartheid
and contemporary racism. We acknowledge that in these three contexts,
the role of gender and race in leadership is exceedingly complex and needs
to be understood within the context of other identities. Whilst the role of
family in shaping identities has been established in previous research, the
role school plays may need close interrogation in all three contexts.
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CHAPTER 5

The Challenge of Leadership: Ethnicity
and Gender Among School Leaders
in England, Malaysia and Pakistan

Victoria Showunmi and Maria Kaparou

INTRODUCTION

Do you know how many people walk into my school after four years and go
to my secretary or one of the PAs to be the head teacher? People turn up at
my door and actually walk away or assume I am the secretary. . . . (African
Caribbean Leader 1)

Leadership, as a contested notion within the ‘male dominated hierarchy of
schools’ (Blackmore 1999, p. 2), may be conceptualised differently within
and across countries. The discrepancy in leadership discourses may be linked
to the way leadership is shaped by contextualised experiences and policy
agendas. As Coleman (2003, p. 37) argues, ‘Leadership is a very “gendered”
concept [while] in a wide variety of cultural contexts, leadership continues to
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be identified with the male.’ However, theoretical and empirical studies on
women’s leadership in the field of education have been predominantly evi-
dent in the literature of English-speaking countries—the United Kingdom
(e.g. Coleman 2001, 2007), the United States (e.g. Shakeshaft 1987),
Australia (e.g. Blackmore 1999, 2006) and New Zealand (e.g. Strachan
1999)—where the knowledge base reflects practices within English-speaking
cultural contexts. Attention to how this area has been contextually concep-
tualised in South Africa (e.g. Bush and Moloi 2006; Moorosi 2010), Asia
(e.g. Morriss et al. 1999; Shah 2010) and European countries (e.g. Kaparou
and Bush 2007) is not commensurate with the importance of inclusion of
women in leadership positions. Although black and minority ethnic women
hold leadership positions in professional organisations (e.g. schools, higher
education institutions, government, business), little attention has been paid
to the experiences of women—other than middle- or upper-class white
females—in leadershippositions (Collins 2000), exceptions being the seminal
works of Sobehart (2009), Lyman, Strachan andLazaridou (2012) andReilly
and Bauer (2015), which portray multiple accounts of women performing
leadership roles in the continents of the world.

The current study provides a valuable contribution to the contempor-
ary debates about intersectionality and leadership by exploring, through
narrative inquiries, the leadership experiences of women from black and
other ethnic minority groups in England andMalaysia andMuslim women
principals in Pakistan, in order to:

– shed light on their experiences and provide nuanced understandings of
their leadership career path and the challenges they encounter;

– examine whether and how ethnicity and gender influence women’s lea-
dership practices.

Despite the progress which has been made in theoretical postcolonial
literature, research about women from black and other ethnic minority
and religious groups may remain partially ‘theoretically erased’ (Crenshaw,
1989: 58) since it may be unevenly researched and spread. Therefore, the
findings of this empirical study offer an insight into how gender and race
influence women’s career paths and leadership practices, whilst contribut-
ing to the growing literature and theories of identity and leadership at
schools in different international contexts.

This chapter has woven together the stories related to the leadership
experiences of nine women principals from Muslim, black and other ethnic
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minority groups, working in the Anglophone and non-Anglophone world.
In the literature review, we present a theoretical and empirical review derived
from international scholars’ work in leadership and intersectionality, whilst
the next section sets the methodological context of this comparative study.
The analysis of the findings is presented as narratives drawn from different
contexts. A discussion of empirical literature is integrated in the section in
order to provide an understanding of participants’ reality in the researched
countries and the wider world. In the next section, findings are interwoven
to develop an understanding of the subject of research in three different
contexts. The conclusion presents an overview of the discussions in this
chapter, and offers recommendations for future research, policy and practice.

LITERATURE REVIEW

In reviewing the theoretical and empirical literature related to leadership
and intersectionality, this section establishes the knowledge base under-
pinning the research purpose, with a particular focus on gender, ethnicity
and leadership within different cultures.

THE CONCEPTUAL BASIS OF THE STUDY

The conceptual framework that informs this research is based on the study
of leadership in education, intersectionality and the role of societal culture
in leadership enactment. As Dimmock and Walker (2002, pp. 70–71)
argue, ‘[Culture] exerts a considerable influence on how and why school
leaders think and act as they do.’ Despite the debate regarding the con-
cepts underpinning management and leadership (e.g. Bush 2008) and the
contested conceptualisations of leadership (e.g. Collinson and Collinson
2005), the discussion in this chapter is grounded in educational leadership
as an organisational activity which ‘initiate[s] change’, whilst management
is linked with ‘maintaining efficiently and effectively current organiza-
tional arrangements’ (Cuban 1988, p. xx). The principal’s role is multi-
dimensional and remains an important lever for determining school
improvement (e.g. Robinson et al. 2008) whilst Kaparou and Bush
(2015) study also echoes Hallinger’s (2003) view that ‘a leadership per-
spective on the role of the principal does not diminish the principal’s
managerial roles’. A conceptualisation of leadership as a notion which
‘remains white, middle-class, heterosexual and male’ (Blackmore 1999,
p. 6) has reinforced Showunmi et al.’s (Showunmi et al. 2015) argument
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that ‘traditionally, leadership theory [ . . . ] suppressed and neutralised
“difference”, including considerations of how gender and race/ethnic
dimensions may impact leadership (Parker, 2005)’.

The Relationship of Leadership, Gender and Race

‘Issues of identity have been examined in relation to intersectionalities of
difference, such as “race”, class and gender’ (Bhopal and Danaher 2013,
p. 21), whilst the examination of identity requires an understanding of the
notion of culture and ethnicity. The term intersectionality is often attrib-
uted to Kimberlé Crenshaw (1991), who drew attention to the invisibility
of black women’s experiences in research that privileged white women’s
voices in gender studies and black men’s voices in race studies. Since then,
researchers have adopted intersectionality as a useful lens for considering
how multiple identity dimensions such as religion, sexual orientation, social
class and nationality influence women’s experiences across the globe (e.g.
Essers and Benschop 2009; Hite 2007). One of the most commonly
critiqued aspects of Islam is the status and the role of Muslim women,
which is a target of multiple contending positions and politicised discourses.
‘Popular discourses contradict the emphasis on human equality texts and
contextual-based practices from different Muslim societies are used as evi-
dence to support the claim that Islam is in conflict with liberal thought and
equal rights, particularly with regard to gender’ (Shah 2016, p. 67).

Evidence from the international literature on gender and education
(e.g. Blackmore 2006; Coleman 2001) has predominantly focused on
the under-representation of women in leadership positions, as women
may be perceived as ‘outsiders’, given that leadership has been identified
with men (Moorosi 2010; Schein 2001). The discourse about gender
and leadership also highlights the overt and covert barriers to their
progress (Coleman 2007; Kaparou and Bush 2007), whilst there are
common internal and external barriers that lead to their marginalisation
in their careers (Shakeshaft 1981).

The experience and tension that white women face in leadership positions
has been widely documented (Collins 2000). Whilst some progress has been
made in relation to examining the leadership of black and other ethnic
minority women, there remains work to be done to achieve true gender
equality at the very top of organisations, given the recognised ‘covert’ gender
discrimination and the implications of ‘double jeopardy’ for black women in
leadership positions (Jean-Marie et al. 2009). Showunmi et al. (2015) showed
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the interplay of identities within the leadership experiences of a diverse group
of women leaders—CEOs, business owners, local politicians, senior public
sector workers—in private and public organisations.

Much of the literature on gender and leadership has focused on the
extent to which gender differences exist in leadership styles. The increased
appreciation of stereotypically feminine attributes in leadership (collabora-
tion, cooperation, mentoring) suggests an increased value in women’s
role in leadership, and an ‘easier’ acceptance of the privilege accorded to
women in these positions (Ely and Meyerson 2000). Some styles of
leadership (e.g. feminist or transformational leadership) may be more
advantageous to women. Lyman et al. (2012, p. 169) state that ‘transfor-
mation and transformative leadership are often mentioned in the literature
on advancing social justice outcomes’. Batliwala (2011) confirms that the
‘transformational nature of feminist leadership undermines power inequal-
ities, as its agenda is political and is used to fight injustice and oppression
whenever it results from discrimination due to people’s gender, race,
ethnicity, class and/or privilege’. Feminist leaders will collectively and
individually ‘transform themselves to use their power resources, strength
and skills to mobilise others around a shared agenda of social, cultural,
economic and political transformation for equality and the realisation of
human rights for all’ (Gray and Schubert 2016, p. 114). In this chapter,
feminist leadership is described as leadership that focuses not only on
expanding access but also on changing and interrupting the formal and
informal rules and norms which are at the heart of discrimination globally.

METHODOLOGY

Given the exploratory nature of this study—exploring women’s leader-
ship experiences in schools and the challenges that occur in relation to
intersectionality—the interpretivist paradigm is prominent in the meth-
odology as it is appropriate for the understanding of different ‘socially
constructed realities’ (Blaikie 2000, p. 25), which are influenced by
participants’ experiences and values. Women principals’ stories and
experiences of identity and leadership were explored through narrative
inquiry. Riessman (2008) explains that, although narratives as stories
have been linked with human beings since time immemorial, the devel-
opment of narrative as a way of inquiry seems to be a relatively new
phenomenon. It follows a constructivist approach to social research
which posits that an individual’s experience of the social world is
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constructed through social interaction and that researching it should
consider not just the individual but also the socio-cultural milieu within
which it happens. Interviews were undertaken in three different countries
over a 6-month period (2014–2015).

Nine participants, aged between 25 and 60, came from a culturally diverse
group of women with 5–34 years of work experience within the education
sector. The six women in England comprised two African-Caribbean, one
African, two South Asian and one who identifies as BME (black minority
ethnic), whilst the one principal in Malaysia had a Chinese background and
the two Pakistani participants were Muslims of South Asian ethnicity.

Throughout this chapter the term BME is used to describe the African,
African-Caribbean or South Asian women that participated in the research.

More specifically, for the data collected in England, the research parti-
cipants were approached through the Race for Opportunity (RfO)
Champion Network, which funded the research in this country. Thirty
participants were recruited through snowball sampling, having heard
about the study through friends or colleagues. We followed a non-prob-
ability sampling strategy for the Malaysian and Pakistani participants, using
convenience sampling (Robson 2009), owing to the difficulty in accessing
potential research participants in these contexts. We do recognise the
limitations of this sampling strategy, mainly in relation to a non-represen-
tative sample, but the research benefitted from a targeted convenience
sample which was readily accessible to participate in the research.

Semi-structured interviews gave an opportunity to the research partici-
pants to provide insights into their subjective interpretation (Ribbins
2007) of leadership enactment at their schools. The interview guides
comprised a set of open questions based on the areas of theoretical inter-
est. Specifically, participants were asked questions around three key areas:
(1) their personal definitions of leadership, (2) the relationship between
their social identities (gender/minority-ethnic/cultural/religious) and
identities as leaders and (3) their career journey into leadership, including
when they first saw themselves as leaders, and factors that may have
hindered this journey.

This research adhered to all the ethical guidelines laid down by a
university in England, including the voluntary nature of participation
and treating interview responses as confidential, and followed the British
Educational Research Association guidance (BERA 2011). The two
researchers alone have access to this data and it will be securely stored
for 6 years.
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Analysis

Data-derived from the analysis of narratives- were analysed themati-
cally, as the researchers sought to make explicit the structures and
meanings the participants embodied in their responses (Gooty et al.
2009). Coding and analysis were conducted in an iterative, constant
comparative process (Neck et al. 1999). During analysis, both authors
adopted intersectional sensibilities (Crenshaw 1991). This meant noti-
cing when and how gender and ethnic identities became salient in
respondents’ experiences of leadership. The final stage of data analysis
was to synthesise the data derived from each country and create themes
reflecting homogeneity and heterogeneity, and then compare and con-
trast data from the narrative inquiries of women educational leaders in
three different contexts.

The next section synthesises the evidence from women leaders’ narra-
tives, whilst empirical literature is integrated in the discussion. We present
the stories of women principals in depth in order to theorise about their
experiences in education.

FINDINGS AND DISCUSSION

The findings are presented in the context of England, Malaysia and
Pakistan. The United Kingdom consists of England, Wales, Scotland and
Northern Ireland. The United Kingdom is ethnically diverse, partly from
the legacy of the British Empire. Malaysia, which was subject to the British
Empire, is a multi-ethnic country comprising Malays (defined as Muslims
in the constitution) and non-Malays (Chinese minority and Tamils).
Pakistan is an Islamic country where Islam is practised by the majority of
Pakistanis and governs the country’s personal, political, economic and
legal lives.

Narratives drawn from England

In this chapter, data are drawn from six school principals’ narratives which
form part of a larger study of 130 women practitioners in the state and
private sectors in London. The women from England, as previously
described, had been or were currently principals of a primary or secondary
school. Both of the African-Caribbean women were in their second leader-
ship position. Each of the women had achieved the required national
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standard for headship. The two South Asian women leaders were born
outside the country and arrived in England when they were in primary
school. The woman who identified as BME and the two African-
Caribbean women were born and schooled in the United Kingdom. The
African woman leader was not born in the United Kingdom.

The participants’ experience as a leader in a school ranged from 3 to
12 years. The women were not asked about their personal lives; however,
three of the women mentioned that they had received support from their
families whilst becoming leaders. The other three discussed and were
thankful for the acknowledgement from the community and their network
of friends.

The women that took part in the study spoke about leading diverse
groups of women and how that influenced what they saw as leadership.
Interestingly, some of the BME women in the wider study were
reluctant to define themselves as leaders and referred to the Western
concept of leadership to assist them in denying that they were leaders.
The Asian leader 2 had a clear understanding of what she considered
leadership to be:

I think ‘leadership’ [means] you have to lead people and management is
managing systems and that’s the way I have simplified it for myself.
Trying to manage people is a total different concept than trying to
lead people. Leadership is hard to define but you know when you have
got it right.

Challenges in Asserting One’s Position as a Leader
from a Minority Background

All of the women interviewed identified challenges that they faced on their
journey to becoming a leader. Some of the women felt that their leader-
ship style was being questioned by others who held stereotyped and
prejudiced views on how women from BME backgrounds should lead.
Some expressed concern that high-level leadership positions were being
indirectly denied to leaders with childcare responsibilities. Many of the
BME women faced being stereotyped as single parents who struggled to
secure childcare arrangements, which then deterred them from being
considered as leaders. The BME women also commented on having to
face others’ doubts about their ability to lead.
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Some people don’t think that ethnic minority women can lead as they [Asian
women] may appear to have less confidence or assertiveness as they may not
express their views as forcefully as maybe their white counterparts. (Asian
leader 2)

BME leaders have articulated their concern about barriers to women
gaining and exercising leadership, fuelled by stereotypes related to gender
and ethnicity. Similarly, Bush, Glover and Sood (2006) stressed the invi-
sible criteria for selection and career advancement, while McNamara et al.
(2009) showed that discrimination against BME teachers was a barrier to
gaining a leadership post.

Impact of Identity on Leadership Style

Many interpreted their identity as giving them a social responsibility for
others coming up through the system. Most of the women believed that
their own identity had influenced the way they lead teams within their
organisations.

I came here when I was two, so I grew up here and so cultural identity is
probably a bit mixed actually. [Cultural identity] impacts on how you are as
an individual because you are more sensitive to those issues. Whereas a lot of
people don’t have to deal with those sorts of issues, so in terms of how it
impacts your leadership you are particularly sensitive to issues around race,
around sex, around minority groups. (BME leader 1)

Others grappled with the whole idea of identity and what it meant in their
context.

As a Pakistani woman—then yes. I would say that my leadership skill is based
more towards my ethnicity of my parents, which is the hard work ethic.
(Asian leader 2)

Another woman stated:

I think it is inevitable. Part of my identity is also my experience of life, it
makes me who I am, not just my colour, not just my gender, and so I would
put that on an equal par as being women, being black and my experiences.
(African Caribbean leader 2)
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Interestingly, the women from BME backgrounds were able to identify
with the question as it was something that they had considered whilst on
their leadership journey. Understanding their own identity contributes to
knowing who they are and where they belong. Moreover, the women
from BME backgrounds are used to being asked ‘Where are you from?’—
meaning ‘Where are your parents from?’ Other BME women would be
told that they speak extremely nicely—‘How did you learn English so
well?’

Cultural Stereotyping in Leadership

As previously mentioned, there are two competing models of leadership
that have been fully advanced, based almost exclusively on studies of white
women and men but presented as racially and culturally neutral: masculine
instrumentality and feminine collaboration (Parker and Ogilvie, 1996). In
general, masculine and feminine models of leadership based on Western
(white middle- and upper-class) gendered identities exclude the experi-
ences of other groups and render them non-legitimate or unimportant in
the production of knowledge. When some of the senior women were
appointed to their current position, the challenge was breaking down
the preconceived stereotype that their team members held. The issues
that arose focused on the BME leader instead of the need for the team
to develop in its understanding of diversity. Therefore, the BME leader
was not seen as competent for the position. One participant reflected:

I think you are prepared, as a Black person, if you are managing White
people to come across a couple of issues. I think what is . . . interesting is
Black people weren’t receptive to me leading them either. That came as a bit
of a surprise. (African-Caribbean leader 2)

As revealed by Johnson and Campbell-Stephens (2013, p. 31) in their study
on BME school leaders in London, discrimination from other teachers and
governors is a barrier in the career path of BME leaders. These findings
support the view that some people do not ‘see [BME leaders’] leadership
potential’ and ‘promotions to middle-level leadership positions were not
based on merit’ (Johnson and Campbell-Stephens 2013, p. 31).

The following quote describes the way the woman leader believes BME
leaders are stigmatised:
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People try to box you in, and if you are a white leader I would imagine, I
don’t know I’m not one, or if you are a male leader you don’t have to be
defined by this very strict box, you can be whoever you want to be. You are
allowed to be diverse and yet ironically we are the people who are supposed
to be the diverse leadership. (Asian leader 1)

Narrative drawn from Malaysia

The Malaysian participant is a middle-class Malaysian Chinese married
woman who had experienced principalship in two secondary schools
(Form 1–6) in Malaysia, during 2006–2012, without having received
any kind of formal training. Her post-principalship career includes a lec-
tureship at a university in Malaysia. Prior to holding a senior leadership
position, she acted as a head of department for 13.5 years out of her
34 years of teaching experience in Malaysian schools.

Leadership Path

In her narrative, the Malaysian leader discussed her leadership career path,
and the challenges and opportunities that she faced as a woman from a
minority ethnic group. She explained that the career trajectory for a school
principal in Malaysia is quite long, since the expectation is that a teacher
should be in the teaching profession ‘for at least 14 years before being
appointed to a senior management role’. She explained:

I was appointed by the Ministry of Education to head the school [ . . . ] and I
was sent to a different district . . . to defuse a political situation. The board
had their own candidate (someone whom they could control), the different
racial political parties had their own candidates and the school was in the
constituency of the opposition party.

Gender and race discrimination underpinned the school board’s disap-
proval. The fact that ‘the board had their own candidate’ reveals the power
of politics and of cultural communities during the selection stage. As in
Pakistan, school boards—all of whose members are men—are very power-
ful (Kirk 2004). The Malaysian leader stated:

I was not the board’s choice, nor the community’s choice. When I arrived,
I was an unknown person. I did not go through the career trajectories.
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I was Head of Department and straight promoted to Principal of this A
grade school.

Similarly to Moorosi’s (2010) study, evidence of discrimination in recruit-
ment can be seen in the selection committee phase.

Obstacles to Leadership

Drawing from her experience as a school principal, the Malaysian leader
recognised the marginalisation of a woman with an ethnic minority back-
ground, whilst she referred to direct and covert discrimination within the
Malaysian context. She stated:

I did not expect to rise to the level of principal as I was disadvantaged by
several factors:

1. A female (predominately principals were male)
2. Non-Malay (limited schools for non-Malay females)
3. Do not have ‘O’ Level Chinese language so that means not qualified

for Chinese schools despite [being] able to converse and understand
the language

4. Not Methodist although the approval of the Methodist Council
Board is required.

As her narrative illustrates, there is evidence of workplace discrimination
that a woman may encounter, where gender (see comment 1 in the
previous list) and ethnicity (see comment 2 in the previous list) may affect
whether somebody will embark on a leadership position. It seems that the
Malaysian leader has ‘confronted the double jeopardy of race and gender
bias’ (Jean-Marie et al. 2009, p. 571). This prejudice may be perceived as
representing ‘the glass ceiling’ (Coleman 2001; Wirth 2001) which hin-
ders women’s progression up the career ladder. She also mentioned:

I also suspect that the Chinese community preferred male, as male teachers
could easily fit in and socialise with the members of the board, . . . and be
better in their role.

She recognised leadership as ‘highly gendered’ (Coleman 2007, p. 385) whilst
she expressed her concern about ‘essentialist stereotypes’ (2007, p. 386)
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embedded in the Chinese community’s mind set. This stereotypical mentality
‘that women are less likely to be good leaders than men’ (2007, p. 386) has
been identified as a factor of discrimination against women which may lead to
women’s under-representation. The conservative and hierarchical norms of
the Chinese community may reinforce the acceptance of a stereotypical male
leadership style. Unsurprisingly, ‘the patriarchal notion of leadership and its
moral dimension in China draws its power from the social ideology based on
Confucianism, and functions within that value system (Tung, 2003; Wong,
2001)’ (Shah 2010, p. 30).

In addition to sex discrimination there was a reference to the cultural
and linguistic discrimination encountered by the Malaysian participant.
A possible barrier to the career advancement of a woman may be related
to cultural values. As Hallinger and Leithwood (1996, p. 105) suggest,
‘from a micro-organizational perspective . . .organizations (and the insti-
tutional systems in which they operate) have their own cultures. These
cultures can be inferred from the values, norms, expectations and tradi-
tions that describe human interaction with the system.’ In fact, the
Malaysian participant identified herself as the ‘person in this [Chinese
Malaysian school] population [who is] perceived to be distant in char-
acteristics [in this case, in terms of language and background] from the
usually unstated norm of the dominant group’ (Lumby and Morrison
2010, p. 4).

In addition, the Malaysian leader emphasised culture and the implica-
tions of her Westernised mentality when exercising leadership. It could be
argued that the Malaysian participant’s British colonial education
equipped her with a ‘colonial mentality’ (Whitehead 1995) which may
have influenced her performance as leader. This viewpoint receives support
from the literature, whilst Hallinger and Leithwood (1996, p. 101) state
that ‘the tendency for Western knowledge to overshadow the intellectual
traditions of other cultures has become even more acute in recent
decades’.

The Malaysian leader also recognised the difficulties for women leaders
to combine their careers and family, but ‘working a double shift’ (Acker
1994, p. 183) was not the case for her, since ‘my children were grown [at
that point] and therefore I was free to do my own thing’. In contrast to
other studies (e.g. Coleman (2007) for England and Shah (2010) for
Pakistan) which acknowledged geographical factors as a potential obstacle
for women with families in rural communities, the Malaysian participant
was geographically mobile.
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Challenges in Leadership Enactment

The Malaysian leader commented that she had not experienced any racial
tension in asserting her role as a school leader. However, she was aware of
other cases where ethnic minority women face discrimination in Malaysian
schools, ‘except for schools that have a strong board of governors who
could demand their own candidates’.

Leadership Styles

Given that both schools she has led were ‘in a terrible state in terms of
both performance and infrastructure’, the Malaysian leader admitted that
she had ‘no other choice but to be autocratic’ and adopt a task-oriented
leadership style in order to make sure that students’ performance and
teachers’ professional attitude would improve. She also described her
leadership enactment as creating a vision to guide teachers characterised
by low performance and absenteeism to a culture of professional commit-
ment to school. Her narrative suggests that her management-related foci
were driven by her determination ‘to turn the whole school around’,
which she did by improving students’ results, using data to make deci-
sions, building a shared vision, ‘making myself visible’ and changing the
school culture in terms of ethical approaches. Therefore, she perceived
herself as a problem-solver and an agent of school improvement. This is in
line with findings from the literature (e.g. Restine 1993), suggesting that
women in educational leadership positions act as problem-solvers and set
high expectations for the purpose of school improvement. Within this
framework, the Malaysian leader identified transformational leadership as
the most logical first step for running two low-performing schools (at
different times) with the vision of raising their level of performance. She
said that:

When things improved, I played less of an autocratic leader and became
more democratic, [and tried to make them communicate with each
other] . . . I also made sure that they knew that I care for them.

Encouraging participation and communication, having a caring role and
sharing power entail a feminine leadership style, as identified in the litera-
ture (e.g. Morriss et al. 1999). However, Grogan (1999, p. 528) argues
that ‘the fact that many women bring traditionally approved feminine
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qualities to leadership is often seen to reinforce a less than desirable
stereotype—one that can also suggest race and class as well as gender’.

As the data suggest, amongst the Malaysian interviewee’s leadership
practices were the encouragement of thinking outside the box and
strengthening teamwork and consensus at school. Jean-Marie et al.
(2009, p. 573) suggest that ‘in many ways, the participants’ transcendence
of racial and gender stereotypes became the impetus for developing a
leadership style that is inclusive, builds consensus, and [is] collaborative’.
Another leadership style that the researched Malaysian leader believes she
had adopted was a participatory style, ‘in the sense that I allowed teachers
to participate in policy-making, especially the senior leadership team’. But,
as Coleman’s (1996) study highlights, the final word lies with the princi-
pal, and as a result the level and extent of teacher participation become
debatable. The Malaysian leader said that she was an advocate of distribut-
ing her power when things were at a point of running the school smoothly
and she enacted a distributed perspective on leadership (Harris 2008). She
said: ‘I did not distribute power to people who [felt that changes would
have] threatened their comfort zone.’

Challenging Practices

The Malaysian participant’s comments on challenging practices highlight
that culture and politics are at the heart of the ‘discrimination problem’

within the Malaysian education system. Since ‘cultures can change and
adapt at any given time and at any given place’ (Bhopal and Danaher
2013, p. 28), the Malaysian leader ‘tried hard’ to shape the school culture
through establishing common values, influencing staff interactions and
changing the status quo:

When implementing change and new programmes, teachers who resist
change and parents who are in league with these teachers will use racial
tension and racially sensitive issues to give problems to the principal. It is
very politicalised, and sensitive issues like the rights of the Bumiputera
(Malays) [or] religious matters can be issues that can get a principal trans-
ferred out in 24 hours.

It seems that there are complexities associated with the notion of ‘Malay’
identity compared to ‘Malaysian Chinese’ which may entail identity
oppression and have political implications.
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Narratives drawn from Pakistan
This deals with the experiences of two Pakistani women aged 36 and 48
who started their careers in school as teachers, progressed to school
principal, then decided to complete a doctorate and were now in senior
leadership positions in higher education. Both women had always wanted
to become teachers and felt that teaching was a natural career to follow as
women in Pakistan. Being in education enabled these women to be in
control of both their personal and their professional lives. Furthermore,
working in the field of education meant that they could structure holidays
around their children’s holidays.

Leadership Pathway and Obstacles to Leadership

In Pakistan, spaces for women leaders are being produced through media
awareness, appropriate legislation about human rights in favour of women,
policies about workplace harassment (Shah 2016). The stories of these
two Pakistani women revealed that women in a Muslim society generally
face pressures from family and society, and that they have to fight against
pre-conceived gender discrimination, where male dominance is a powerful
image (Shah 2015).

In contrast to the prevailing patriarchal culture (Shah 2015) and their
culturally constructed role as Muslim women, both Pakistani interviewees
referred to the support of their family as a positive factor in their career
progression. The following quote supports this:

My family never creates any hurdle in my career and in my job. I have always
been doing challenging things because of the support of my father and
brother. (Pakistani leader 1)

Bernas and Major (2000, p. 176) state that ‘supportive home and work
environment are directly associated with reduced stress and indirectly
linked to diminished work–family conflict’. As stated, their traditional
role as women in a Muslim society has not vanished because of their
leadership responsibilities. Their domestic responsibilities and mother-
hood remain central in their lives, since the Quran states that the family
is the main responsibility for a woman. One of the Pakistani participants
mentioned that:
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A female has to perform the dual functions of a male and a female as well.
She is earning for a family like a male and she is serving her family like a
female. (Pakistani leader 2)

Data from this study show that the women believe that they have to
sacrifice more than men as a prerequisite for leadership positions. Many
successful female role models are childless (Eisenbeiss 2012). As Shah
(2010, p. 34) states, ‘The roles of female [ . . . ] heads were discursively
constructed through historically inscribed discourses of what it was to be a
Muslim, a woman, and in the “domestic/public”, according to given
interpretations of religion in that culture.’

Leadership Style

It is thought that success as a leader in education needs masculine char-
acteristics of courage, aggression and boldness. Both participants
explained that they have to be more courageous and face challenges on
their own.

I have needed to be determined and enthusiastic in the role as a leader so
that I am able to push against what is expected as a school leader. I find that
I have become more mature as I have a much broader vision and I know
how to make decisions and I have started to believe in myself as a leader.
(Pakistani leader 2)

The qualities that are desirable for men are taken as negative for women: for
example, being too bold and strong is taken as being contrary to femininity.
‘However, these stereotypical limitations can actually benefit women by
inspiring them to increase their courage quotient by acknowledging and
honouring their individual courageous behaviours’ (Alharbi 2012).

Their leadership practices underpinned their religious beliefs. Pakistani
leader 2 said:

My religion is important to me as it shapes who I am as a Muslim woman.
I lead through experience and with the spiritual guidance of my belief.

Both women discussed their spiritual approach to leadership: how they
worked very hard and left everything else to God. Pakistani leader 1 said
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that she was satisfied with her leadership and that her full faith sustains her;
furthermore, she said, ‘Satisfaction lies in the efforts not in the attainment.
Full effort is victory to God.’

One of the participants also mentioned the concept of Izzat, ‘a powerful
discourse that determines women leaders’ professional practices and roles in
Pakistan’ (Shah2010, p. 38). Pakistani leader 2 confirmed the expectation that
as a Muslim woman she will ‘uphold the honour of the family community’,
protecting her Izzat (2010, p. 38), despite her ‘radical attitude’ of opposition
to some norms accepted in her culture, as explained in the following:

As a woman leader I have multiple responsibilities . . . I have to support my
family and members in the community and there are times when I am seen
as somebody that is going against what I should be doing as a Muslim
woman. I find [I am] doing more and more so that people accept me as a
leader. (Pakistani leader 2)

CONCLUSION

Given that prevailing literature on women in leadership focuses on gender
difference and white women’s leadership, this research contributes to the
discourse about racial and ethnic diversity in leadership, through exploring
BEM and Muslim women leaders in three different contexts. This study
also adds to international explorations of leadership within a ‘cross-cul-
tural [comparative study] of school leaders in different societies’
(Dimmock and Walker 2002, p. 72). Our work has the potential to fill
in the knowledge gap in the female leadership domain from a cross-
cultural context. As explained later in this section, the benefits of this
research lie within the insights gained from the educational settings in
the study, since leadership is not perceived as a monopolised notion.

Whilst leadership has been perceived by most of the English partici-
pants as an activity to facilitate change through leading and nurturing
people, the Malaysian interviewee explained that her leadership styles
formed a blended approach (autocratic, transformational, distributed),
subject to the school’s needs. The women leaders from Pakistan viewed
leadership through the lens of Islam, which shaped the way in which they
led and interacted with teams. Despite the different focus on leadership
styles, participants’ narratives showed a tendency to adopt stereotypically
male attributes (e.g. target driven, authoritative), especially at the begin-
ning of their career and in their attempt to establish their leadership
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reputation in their school contexts. Many of the women were unable to be
their authentic selves as they appeared to be confined to a particular box.
The black and other ethnic minority leaders in England stated that their
leadership style was being questioned by others who held stereotyped and
prejudiced views on how women from BME backgrounds should lead. As
the data show, in a Muslim society such as Pakistan, women principals
prefer to adopt masculine characteristics of courage, aggression and boldness
in their practices. This may be the corollary of a patriarchal society which
accepts masculine attributes. Similarly, Blackmore (1995), Coleman (2011),
Hall (1996) and Shakeshaft (2010) (cited in Shah 2015) have identified in
their studies that ‘predominantly masculine’ characteristics and behaviours
of leadership originate from a contextual, societal and cultural background
where position and power are conceptually gender specific.

As indicated by the findings, all women in England and Malaysia clearly
stated that they were facing challenges as minority leaders due to gender
and ethnicity. The perception that ‘men are favoured while women are
discriminated’ has been experienced by the Malaysian and Pakistani
woman leaders, and this is an example of covert discrimination
(Coleman 2007). As in international studies exploring women, leadership
and gender (e.g. Coleman 1996; Kaparou and Bush 2007; Bush and
Moloi 2006), gender stereotyping was one of the most important barriers
for women to overcome in order to progress to leadership positions. It
seems that this issue is exacerbated for BME and other ethnic minority
principals in London, since they encounter ‘double bind’ racism which is
tied to oppression based on gender and colour discrimination. The
Malaysian participant’s reflection on ethnicity as a barrier to leadership
advancement poses a question that highlights the political implications
which may influence the recruitment process in Malaysia. Similar views
have emerged from the comments of BME and other ethnic minority
women principals in England, since they have to ‘prove themselves as
leaders’ (Coleman 2007). These leaders perceived themselves as distinc-
tive, in that they have succeeded professionally ‘against the odds’
(Coleman 2001). Women principals’ progress has been inhibited by a
culturally constructed notion of the preferred male-gendered leadership.
As a result, prevailing prejudice and covert discrimination against women
are still problematising the discourse of gender and leadership.

The findings from this research show that there are commonalities
amongst the participants’ experiences and that these are related to cultural
dimensions of leadership (e.g. the role of women in different societies, and
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BME leadership perceptions). All the women recognised the difficulties for
women leaders in combining career and family, whilst the Pakistani women
leaders highlighted cultural stereotypes related to their role in family care and
motherhood. The findings from this research are in line with Acker’s (1994,
p. 183) argument that women principals are likely to work a ‘double shift’.
School leaders in England claim that senior leadership positions were being
indirectly denied to leaders with childcare responsibilities.

Despite the limitations of our research, there is evidence to suggest
potential recommendations. Progress has been made in a number of areas,
but there is still more to be done in research and in practice. Although
some research participants mentioned class as a leadership challenge in
their narrative, this theme is not developed in this chapter, but should be
more widely explored in research on intersectionality. Nevertheless, BME
and Muslim women must be included in research studies concerned with
the development of women. For instance, if women of colour continue to
be left out of the data, then the findings may be questioned over the
representativeness of the sample. Influenced by the study by Johnson and
Campbell-Stephens (2013) about ‘Investing in Diversity’—a Black-led
programme that addresses the under-representation of BME leaders in
London schools—we argue for the urgency of customised leadership
programmes. Developing black women and those from minority ethnic
groups on the basis of their cultural needs will help them ‘bring who they
are to their leadership’ (Johnson and Campbell-Stephens 2013, p. 24). As
Fuller (2010) suggests, a leader’s multiple identities are shaped by what it
means to belong to a group. Our work recognises school leaders’multiple
identities that may be perceived as stigmatised identities, occasionally
linked to negative stereotypes. Although participants have experienced
discrimination concerning their identities, they overcame the challenge
of the intersection of gender and race in order to progress in a leadership
position. The narrative inquiries of women participants in this study show
that the intersected identities can challenge the status quo, and give an
insight about leadership enactment beyond the eyes of whiteness. Can
insights from this study be used to inform policy? Clearly, gender discri-
mination and racism may remain a problem in the leadership discourse
unless there is a wider acceptance of women leaders—from BME and
other ethnic groups—in policy discourse and practice within organisa-
tions. More actions are required to facilitate access to leadership positions
in education, given that the notion of gender and leadership may be
intersecting with religion, ethnicity or language. Since leadership practice

114 V. SHOWUNMI AND M. KAPAROU

www.ebook3000.com

http://www.ebook3000.org


enacted by female principals may be influenced by the cultural forces and
societal norms in ‘contrasting’ contexts (England may be characterised as a
modern society in contrast to the conservative nature of Malaysian and
Pakistani society), more empirical evidence is required in order to gain a
deeper understanding about whether and to what extent women’s leader-
ship is culturally contingent.
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CHAPTER 6

Gender and Leadership in Brazilian,
Singaporean and Spanish Secondary
Schools: An In-depth Analysis Based

on the 2013 TALIS

Marina García-Carmona, Miren Fernández-de-Álava,
and Carla Quesada-Pallarès

INTRODUCTION

Principal leadership has been reviewed by countless authors and frommultiple
perspectives (Arias and Cantón 2006; Beycioglu and Pashiardis 2014; OECD
2014a), such as gender (Antonakis et al. 2003; Cáceres et al. 2012; Cuevas
et al. 2014), students’ academic achievement (Heck and Hallinguer 2010;
Marks and Printy 2003) or work climate (Martín 2000; Martín et al. 2014).
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However, there are very few studies aimed at helping our understanding of
school leadership at a multiple country level.

This chapter provides an overview of leadership through an interna-
tional lens by exploring (1) the leadership style of principals in Brazilian,
Singaporean and Spanish Secondary Schools, according to the results of
the Programme for International Student Assessment (PISA) 2012; (2)
the gender’s role on principal’s leadership style; and (3) the impact of
principal’s leadership style and other profile variables on school’s climate
and principal’s job satisfaction.

LEADERSHIP STYLES IN TALIS REPORT

In TALIS 2013 report (OECD 2014b) two leadership styles of school
principals are analysed: distributed and instructional. Here, we offer a
theoretical framework and some research outcomes for understanding
their main characteristics.

Understanding Distributed Leadership

Distributed leadership is often identified with the improvement of learn-
ing outcomes (Harris 2009) and school (Hallinger and Heck 2010).
Harris (2004) defines it as ‘a form of collective agency incorporating
the activities of many individuals in a school who work at mobilising and
guiding other teachers in the process of instructional change’ (p. 14).
That is, distributed leadership focuses its attention on specific ways of
action and provides a new conceptual framework for reconceptualising
and reconfiguring the practice of leadership in schools (Harris 2004;
Murillo 2006). It considers decision, information sharing and participa-
tive control of the process (Hallinger and Heck 2010; OECD 2013b;
Spillane 2006) because it is based on interactions amongst teachers,
principals, families and students. In fact, a distributed perspective on
leadership goes beyond and gathers informal leaders amongst the com-
munity members (Spillane 2006; Spillane and Diamond 2007). For
instance, some principals have tried to involve teachers in the sustained
dialogue and the decision-making process (Darling-Hammond et al.
2010; Marks and Printy 2003), being associated with the ‘teacher leader-
ship’ (Lieberman and Miller 2004).
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Understanding Instructional Leadership

Instructional leadership encompasses those actions that promote student
growth in the learning process (Flath 1989; OECD 2013b). It carries a
‘transformative’ task by altering school and classroom conditions in order to
improve the education offered and the teaching practices (Murillo 2006;
Printy et al. 2009). Instructional leadership tries to distribute the authority
and supports teachers in the decision-making process (Leithwood 1994;
Marks and Printy 2003) to improve the organisation. Thus, it provides an
intellectual direction: innovation within the organisation (Sans et al. 2014).

Research conducted by Elmore (2000), King (2002) and Spillane et al.
(2000) confirms that instructional leadership extends beyond the scope of the
school principal to involve other leaders as well. Volante (2008) underlines
that principals’ instructional leadership positively influences the outstanding
academic achievement and the expected learning outcomes.

According to Firas et al. (2011), most studies that examine policy pre-
scriptions for distributed leadership against empirical evidence have been
descriptive rather than analytical (Heck and Hallinger 2005; Leithwood
et al. 2009). In TALIS 2013, distributed and instructional leadership styles
appear as two different approaches even though they constitute the two
extremes of a continuum of leadership. Therefore, successful school leaders
must master both leading and learning environments and they must navi-
gate and shape the school-level context in order to reform the teaching and
learning context (Halverson and Clifford 2013).

This chapter analyses the liaison between distributed and instructional
leadership styles in principals of secondary schools through a comparative
and an international approach. We formulate the following hypothesis
(Ha1): principals with statistically significantly higher levels of both leader-
ship styles will represent successful secondary schools.

LEADERSHIP STYLES AND GENDER

Literature shows that there is never one way to approach gender in leadership
roles. Kanter (1977) and Nieva and Gutek (1981) state that there are no
gender differences in leadership aptitude or style; that is, women and male
leaders behave similarly. On the contrary,many researchers who explored links
between leadership styles and women and men’s performance found few
differences (Bartol and Martin 1986). Eagly and Johnson (1990) highlight
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that female leaders adopt democratic and/or participative styles, whereas male
leaders adopt autocratic or directive styles. According to Loden (1985),
female leaders opt for cooperativeness, collaboration, lower control, problem
solving, empathy and rationality, which means that women, compared to
men, adopt models characterised by friendship, agreeable feelings, interest in
people, expression and sensitivity (Eagly 1987; Hall 1984).

Since the 1970s (Kanter 1977), the number of women who assume
leadership roles has grown but they usually hold positions of little power
or they are offered fewer opportunities for advancement. There are persons
who do not want to be supervised by women on the assumption that (1)
they are less qualified to be leaders; and (2) female leadership seems to have
a negative impact on morale (Riger and Galligan 1980; Terborg 1977).

Cáceres et al. (2012) and Fansher and Buxton (1984) prove that the
presence of women decreases during the transition from primary educa-
tion to secondary education. This imbalance in schools can be linked to
the glass ceiling: the barriers that women found to advance and to be
leaders (Rose et al. 1998). In this sense, educational researchers focus their
attention on different themes (Reynolds 2002), such as (1) invisibility of
women as school leaders; (2) strategies for improving the participation of
women leaders; (3) characterisation of roles held by women leaders; and
(4) links between gender and power in school organisations.

Given that the vast majority of researchers demonstrate how women’s
practices in educational leadership differ from those of male’s practices
(Shakeshaft 1989), we formulate the following hypothesis (Ha2): principals’
leadership style is statistically significantly different according to their gender.

THE IMPACT OF LEADERSHIP STYLES ON CLIMATE AND JOB

SATISFACTION

The Impact of Leadership Styles on Climate

Aron andMilicic (1999),Martín et al. (2014) andMilicic (2001) indicate that
school climate, if positive, facilitates (1) human learning, (2) a sense of well-
being, (3) confidence in their own abilities, (4) belief in the relevance of what
is learned or how it is taught, (5) identification with the institution, and (6)
positive peer interaction. Nevertheless, some factors, such as the decisive role
of principal’s leadership, affect school climate, its effectiveness and its improve-
ment. On the one hand, Tajasom and Ahmad (2011) show that instructional
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leadership has a positive effect on school climate’s affiliation—also indicated by
Oyetunji’s (2006)—innovation, professional interest and resource adequacy.
Grizzard (2007) states that effective schools have leaders who maintain and
support an academic emphasis with a focus on instruction.

On the other hand, Grant (2011) underlines that distributive leader-
ship components are related to leadership effectiveness in schools, which
‘setting direction’ is the strongest predictor of leadership effectiveness.

According to the literature, we formulate the following hypothesis
(Ha3): both instructional and distributed leadership styles will have a
positive effect on school climate.

The Impact of Leadership Styles on Job Satisfaction

The vast majority of studies are performed in worldwide financial organi-
sations (Silverthorne 2004; Walumbwa et al. 2005); but their findings
help to illustrate how important organisational culture is on job satisfac-
tion and commitment. In fact, all those studies confirm that (1) bureau-
cratic cultures have lowest levels of job satisfaction and commitment; (2)
the best organisational environment opts for an innovative culture; (3)
innovative and supportive cultures, together with leadership style, have
positive effects on managers’ job satisfaction and commitment; and (4)
instructional leaderships have positive and strongest effects on organisa-
tional commitment and job satisfaction.

In school settings, even though it has not been explored extensively,
Bogler (2001) finds that those principals who are more focused on
instructional leadership have an impact on teachers’ satisfaction. In the
same vein, Nguni et al. (2006) provide evidence that transformational
leadership strongly affects not only job satisfaction and organisational
commitment, but also organisational citizenship behaviour.

Thus, we formulate the last hypothesis (Ha4): both instructional and
distributed leadership styles will have a positive effect on principals’ job
satisfaction.

METHODOLOGY

The literature review showed a lack of experiences centred on school
principals from an international comparative; for this reason, this chapter
presents (1) the analysis conducted from a cross-country perspective in
Brazilian, Singaporean and Spanish Secondary Schools, via principals’
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leadership (distributed and instructional) and its impact on school climate
and job satisfaction; and (2) the extent to which gender has an impact on
principal’s leadership style.

We followed a secondary data analysis which uses major data resources
for a deeper exploitation in order to deliver high-quality and high-impact
research (Vartanian 2011). In this section, we provide the specific infor-
mation regarding the methodology followed in this study.

Empirical Setting

Many countries participated both in TALIS and PISA, allowing a general
comparison of their academic performance results and their leadership
styles. The reason for selecting Singapore, Brazil and Spain was their
TALIS profile according to their results in PISA 2012: Singapore performed
above the PISA average; Brazil performed below the PISA average; and
Spain remained anchored below the PISA average (OECD 2014c).

Under the assumption that a best performance in PISA comprises
school autonomy, collaboration, assessment and appraisal mechanisms
(OECD 2012), in Table 6.1 we characterise Singaporean, Brazilian and
Spanish educational systems according to these variables.

Sample

TALIS 2013 was the second round of the survey applied in 2008. The TALIS
2013 international population targeted principals and teachers from lower
secondary schools (ISCED level 2), restricted to ordinary schools.
Participating countries could also include primary and upper secondary tea-
chers (OECD 2014b) even though they could make some changes to the
TALIS population criteria ‘choosing to restrict the coverage of their national
implementation to parts of the country’ (2014b p. 74). Nonetheless, the
minimum sample size was established at 200 schools per country.

The national sampling method of TALIS 2013 was systematic random
sampling with probability proportional to size within explicit strata, accord-
ing to the national sampling plans (OECD 2014b). Considering selected
countries, its specific school sample size was Brazil (n = 1,142), Singapore
(n = 197) and Spain (n = 200); thus, we managed a final sample of 1,531
respondents from secondary schools, with a greater presence of Brazil
(68.8 %).
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Data Collection

The survey collected data in 2013 on the role performed by principals:
responsibilities, leadership, socio-demographic characteristics—including
gender, formal education, previous experience, school climate, and job
satisfaction. All factors detailed -following paragraphs- were measured
using a 4-point Likert scale (strongly disagree; strongly agree); in these
cases, the fourth factor indexes—both leadership styles, school climate and
job satisfaction—were ‘calculated to have a standard deviation of 2.0, and
the mid-point of 10 to coincide with the mid-point of the scale’ (OECD
2014b, p. 174); Appendix 6.1 provides the specific items. The rest of the
variables were measured by different types of questions (dichotomous and
multiple-choice answers).

Leadership was measured by two factors. The first one was ‘instructional
leadership’ composed by three items about teachers’ active role in school’s
development and management. The internal consistency and validation tests
showed a high consistent factor in each of the three countries (α > 0.74). The
second factor was ‘distributed leadership’ formed by three items regarding
the opportunities offered by the school to the various stakeholders who
actively participate in school decisions. Its reliability was above 0.67, provid-
ing also a validated scale in each of the countries.

The school climate factor was formed by four items about a culture
of mutual respect amongst staff. The scale had a high internal consis-
tency (α > 0.70) and was validated in each of the three countries.

The principal’s job satisfaction factor was composed of two scales formed
separately: satisfaction with current work environment—four items pertaining
to the suitability of the school to work—and satisfaction with the profession—
three items regarding the current job position as principal. Both scales had a
medium-high internal consistency (α > 0.60) and were validated.

Data Analysis

Data was analysed using SPSS v22 Inc. performing various statistics. First of
all, descriptive and exploratory tests were conducted to check the normality of
the scales. Results suggested that there were no normality so non-parametric
inferential tests were performed. In this case, Mann–Whitney and Kruskall–
Wallis tests and their effect size were calculated. Finally, multiple linear
regression models by stepwise method were ran transforming categorical
variables into dummy variables (gender, educational level, employment status

6 GENDER AND LEADERSHIP IN BRAZILIAN, SINGAPOREAN AND SPANISH . . . 129

www.ebook3000.com

http://www.ebook3000.org


as principal, school administration training, instructional leadership training,
school’s location, school’s country, school’s management type) besides ordi-
nal variables (age, years of experience as principal in total, years of experience
as principal in the surveyed school, years of experience in other managerial
roles, distributed leadership degree, instructional leadership degree, school’s
climate of mutual respect and principal’s job satisfaction level). Data results
informed that none of the linear regression model assumptions were violated.

FINDINGS

Principals’ Overview

Gathering the countries together, we analysed 1,531 principals, 54 % of them
were women; however, gender distribution was different depending on the
country: 70 % were Brazilian women, 62% were Spanish men and 54 %were
Singaporean women. Given that TALIS 2013 did not stratify the sample
using gender as a criterion, we cannot ensure that gender distribution in each

Table 6.2 School description according to its country

Brazil Singapore Spain Total

Type of secondary
school

Lower secondary school 100 % 50 % 100 % 89.9 %
Upper secondary school 0 % 50 % 0 % 10.1 %
Total (n) 1,070 318 192 1,050

School’s location Rural area (≤1,000
people)

15.3 % 0 % 1.6 % 10.7 %

Village (1,001 to 3,000
people)

5.7 % 0 % 9.4 % 5.1 %

Small town (3,001 to
15,000 people)

22.6 % 0 % 22.5 % 18.3 %

Town (15,001 to
100,000 people)

25.2 % 0 % 29.8 % 21 %

City (100,001 to
1,000,000)

18.1 % 0 % 29.3 % 16.1 %

Large city (>1,000,000
people)

13.2 % 100 % 7.3 % 28.9 %

Total (n) 1,040 289 191 1,520
School’s
management

Publicly managed 95.3 % 100 % 75.3 % 93.7 %
Privately managed 4.7 % 0 % 24.7 % 6.3 %
Total (n) 1,053 287 190 1,530
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country actually represents principals’ gender distribution in secondary
schools. Table 6.2 provides a description of the schools, observing that
most of the schools are lower secondary schools (89.9 %), which include 12
to 15-year-old students; schools are mostly located in large cities (28.9 %)
and towns (21 %); and schools are predominately publiclymanaged (93.7 %).
Table 6.2 also shows schools’ profile by country.

Analysing other profile variables, we noted that principals’ average age
was 48 years old; the Spanish principals were the oldest (51 years old).
More than 93 % of the principals have a master’s degree which indicates a
high educational level. In general, principals have 7.30 years of experi-
ence in their actual occupation, and they also have 5.87 years of experi-
ence in other managerial roles. However, Brazilian and Singaporean
principals have more experience in this role in other schools than their
Spanish counterparts, which suggests that Spanish principals do no tend
to gain this type of experience in other schools.

When principals’ roles are examined in detail, we observe that Singaporean
principals focus more on managerial instead of teaching tasks. Table 6.3
shows that Spanish principals are less educated in school administration and
instructional leadership whilst more than 90% of Singaporeans have attended
at least one course of each, mostly before they became school principals.

Leadership Styles and Gender

Analyses regarding both leadership styles were performed for the complete
sample and for the three sub-samples (by country). Brazilian and Spanish

Table 6.3 Formal education on school administration and instructional
leadership

Brazil Singapore Spain

Formal education on school administration
or principal

Before 28 % 66 % 23 %
After 38 % 5 % 38 %
Before and
after

22 % 22 % 24 %

Never 13 % 7 % 15 %
Formal education on instructional
leadership

Before 25 % 49 % 13 %
After 27 % 5 % 35 %
Before and
after

26 % 37 % 12 %

Never 22 % 9 % 41 %
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principals predominantly used a distributed leadership style as opposed to
their Singaporeans counterparts who employed more instructional style
(see Table 6.4).

From a gender perspective (see Table 6.4), we observe that females
have a higher level of both distributed and instructional leadership styles
than males; however, non-parametric tests (see Table 6.6) inform that
only the distributed leadership is significantly higher in females than males
(p = 0.004) with a small size of the effect (r = –0.074).

After a more in-depth analysis between gender and country, findings
suggest different patterns in both leadership styles; however, these pat-
terns are not statistically significant.1

School Climate, Job Satisfaction and Gender

When considering school climate and job satisfaction variables (see Table 6.4),
principals think that their secondary school has a good climate of mutual
respect (13.54) even though their job satisfaction is slightly lower (13.00).

Kruskall–Wallis test confirms that school climate and job satisfaction are
significantly different in each country: school climate [H(2) = 81.29, p < 0.05,
r = 0.05] and job satisfaction [H(2) = 105.72, p < 0.05, r = 0.07]
(see Table 6.5). Then, Singaporean principals perceive a higher job satisfaction
and a better school climate in comparison with Brazilian and Spanish.

On the contrary of leadership styles, females tend to assess school
climate more positively and job satisfaction more negatively; however,
only job satisfaction is significantly different (see Table 6.6) which means
that males are actually more satisfied with their role as principal than
females (p = 0.013), with a small size effect (r = 0.064).

Looking for gender trends, we observe that Brazilian females are gen-
erally more positive about the school climate and principal’s job satisfaction
(see Table 6.4). This situation reverses when Spanish and Singaporean
principals are males; a deeper analysis indicates that these country differences
are not supported by further analyses; that is, no significant differences were
found amongst males and females within the countries.2

The Connection Among School Climate, Job Satisfaction, Leadership
Styles and Other Profile Variables

Once the different variables have been analysed, the question about what
factors determine each leadership style as well as school’s climate and
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principal’s job satisfaction arises. Four multiple linear regression models
were conducted using the stepwise method to give clarity on the results.3

The first model we ran used distributed leadership as the dependent
variable whereas the other variables were used as factors or independent
variables. After three steps, the model emerged was formed by three
factors (schools located in Singapore, schools being publicly managed
and the attendance of instructional leadership courses) which explain the
11.8 % of the distributed leadership degree. Given its goodness of fit
(adjusted R2 = 0.118), the model does not explain what factors determine
the most of the distributed leadership in school because the 88.2 % of the
model is explained by other factors not considered in it.

Table 6.5 Inferential tests for leadership styles, school climate, job satisfaction
depending on country

Brazil—Singapore Brazil—Spain Singapore—Spain

Distributed
leadership

U 420.604 148.531 272.072
z 14.457 4.336 6.683
p 0.000 0.000 0.000

Instructional
leadership

U −150.803 263.491 −414.295
z −5.156 7.672 −10.137
p 0.000 0.000 0.000

School climate U −224.038 111.117 −335.154
z −7.690 3.240 −8.217
p 0.000 0.001 0.000

Job satisfaction U −286.829 −170.484 −116.345
z −9.769 −4.931 −2.831
p 0.000 0.000 0.005

Table 6.6 U Mann-Whitney tests for leadership styles, school climate and job
satisfaction depending on gender

Distributed
leadership

Instructional
leadership

School climate Job satisfaction

U 238,585.500 257,921 260,932.500 281,765
z −2.882 −0.468 −0.094 2.484
p 0.004 0.640 0.925 0.013
r −0.074 – – 0.064
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The second model we ran used instructional leadership as the dependent
variable. Six steps were needed to obtain a model formed by six factors that
explain the 9.6 % of the dependent variable (i.e., attendance of instructional
leadership courses, schools located in Spain, principals’ dedicated to full-
time without teaching obligations, schools located in rural areas, schools
located in small towns and principals’ years of experience as principal in
total). The low goodness of fit of the model suggests that 90.4 % of the
instructional leadership is explained by other factors not included in the
model.

The next two models are more complex than the previous two; indeed,
a second layer was added including both leadership styles as factors, and a
third layer was added swapping the factor that formed it between the
principal’s job satisfaction and school’s climate of mutual respect. Thus,
a third model was tested using school’s climate of mutual respect as the
outcome and principal’s job satisfaction as the third layer (as independent
variable or factor). The model emerged after six steps and factors explain-
ing the 25.4 % of the school’s climate (Appendix 6.2); the final model is
formulated as follows:

School’s climate of mutual respect = 4.613 + (0.366 × Job satisfaction) +
(0.270 × School located in a large city) – (0.267 × Not attended instruc-
tional leadership courses) + (0.172 × Distributed leadership) + (0.146 ×
Instructional leadership) + (0.027 × Years working as principal)

The fourth and final model was based on principal’s job satisfaction as the
outcome and school’s climate of mutual respect as the factor of the third
layer. The model emerged with nine factors—after nine steps—that
explain the 25.2 % of principal’s job satisfaction (Appendix 6.3); the
model is formulated as follows:

Principal’s job satisfaction level = 7.249 – (0.722 × School located in Brazil) +
(0.321 × Climate of mutual respect) + (0.067 × Distributed leadership) +
(0.036 × Years working as principal at the analysed school)

DISCUSSION

This chapter reports a secondary analysis of data from OECD’s TALIS
2013 that widens the outcomes found by Sans-Martín et al. (2015) in
European countries. What makes the difference between both studies,
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even though they used the same data, is the selection of the sample. In our
study, we considered the country results in PISA 2012 to three countries
(OECD 2014c): one developing country (Brazil) which performed below
the PISA average; and two countries from two different continents
(Singapore, which performed best in PISA; and Spain, which remained
anchored the PISA average).

This study covered all the hypotheses providing analysis on 1,531
principals involved in this study. A surprising result on principals’ back-
ground is that Singaporean principals fully dedicate their workload to
managerial tasks, which allow them to be focused on leadership under-
pinned in specific training in school management. So, is there any con-
nection between the focus on leadership and better academic performance
in Singapore?

Examining our hypotheses, results inform that Ha1 is partially
refuted. As previously noted (see Gronn 2009; Halverson and
Clifford 2013; Marks and Printy 2003) distributed and instructional
leadership styles must work together. Nevertheless, our study finds
that in Brazilian, Singaporean and Spanish secondary schools both
leadership styles are not the two extremes of a continuum. According
to inferential data, Brazil is the country with the highest distributed
leadership degree whereas Singapore—the country with the most
successful students’ academic achievement—shows the highest
instructional leadership degree.

School principals play an important role in the design and identifica-
tion of school leadership (Mulford 2003). Successful school leaders
must master the leading and the learning environments and they must
navigate and shape the school-level context in order to reform the
teaching and learning context. For that reason, principals should be
trained in distributed and instructional leadership styles before they
hold this post. Considering that Singaporean principals are more trained
in school administration and instructional leadership, their involvement
in student growth (Flath 1989; OECD 2013b), pedagogical issues and
teachers’ autonomy is more probable.

On the other hand, we come across that Brazil and Spain, countries
with lower outcomes in PISA 2012, show higher levels in distributed
leadership. The OECD (2014c) suggests that Brazilian principals may
opt for this leadership due to the high dropout rates, the socio-economic
context and the students who repeat a year, which implies a higher
dedication to work with low-performing students.
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The Ha2 is also partially confirmed. Specifically, inferential data indi-
cates that distributed leadership is significantly higher in females than
males. It is surprising that even though women adopt a style charac-
terised by decision, information sharing, appraisal mechanisms and par-
ticipative control of the process (Eagly et al. 2003; Hallinger and Heck
2010; OECD 2013b; Spillane 2006), which has a strong and positive
effect on individual, group and organisational level (Bass and Avolio
1994), there are still barriers that hinder their efforts to hold leader
positions. In fact, less than 5 % of directorships are held by women
(ibid). Furthermore, the fact that distributed leadership is the most
widespread leadership approach used amongst women confirms the
idea that female leaders opt for cooperativeness and collaboration and
adopt models that show friendship and interest in people (Cuevas et al.
2014; Eagly 1987).

The Ha3 is confirmed. The regression model emerged with six factors
explaining the 25.4 % of its variance; amongst these factors, coefficients
show that both leadership styles have a positive effect on school climate:
in order to have a good school climate, both distributed and instruc-
tional leadership styles are necessary to lead effectively. In this sense,
research shows that creating a positive school climate increases school
effectiveness (Raczynski and Muñoz 2005) and educational outcomes
(Revees 2010).

Furthermore, principals in TALIS 2013 value their secondary school
with a good climate of mutual respect, but again Singapore scores higher
in that aspect. In this line, the high-performing education system of
Singapore includes high-quality and strong principals, who have long-
term visions, and quality teachers (UNESCO 2011b) who influence the
school climate.

The Ha4 is partially confirmed. The model emerges with four factors that
explain the 25.2 % of its variance; however, only the distributed leadership
acts as a significant factor in this model which means that it has a positive
effect on principal’s job satisfaction. School leaders are in charge of improv-
ing schools; for that reason, those who opt for encouraging a collaborative
culture, for empowering staff or for encouraging distributed leadership
(Barker 2007; Daly 2009) are promoting less traditional or rigid organisa-
tional cultures. Without doubt, high levels of participative practices (Kim
2002) increase job satisfaction that, simultaneously, has an impact on a
shared aim: the school progress. In this model, it is surprising that Brazil has
a negative effect on principal’s job satisfaction; in fact, the model suggests
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that considering the other factors in it, Brazilian schools will have the lower
principal’s job satisfaction as compared to the other two countries. Brazil
may consider the possibility of rewarding teachers for their work such as
new professional development opportunities, promotions, public recogni-
tion or a new role in school improvement (OECD 2012) and the use of
participative strategic planning processes (Kim 2002).

In summary, this study achieved the goals established but only one of
the four hypotheses was totally confirmed. Results suggest that there are
several gaps in the literature that could help us to understand how leader-
ship in these countries, and others, impacts on other school variables.

Implications for Practice

Several lessons are learned from this study, but two important ideas can be
translated into a more practised context. On the one hand, women show a
tendency to lead in schools through a distributed leadership which is a
disadvantage if we consider that they should master both instructional and
distributed leadership styles.

On the other hand, both male and female school principals need to
attend training activities that help them to understand both leader-
ship styles and to apply them in their specific context. This training
could be formally implemented—continuous professional develop-
ment courses—or informally promoted—communities of practice
amongst principals. A better understanding of this topic will impact
on a high self-confidence on principals’ job and therefore on their job
satisfaction and school climate.

Limitations of the Study and Further Researches

The main limitation of this study is the amount of countries selected to be
analysed. Even though the three countries were chosen according to their
performance in PISA 2012, the addition of more countries that participated
in both PISA 2012 and TALIS 2013 would help us to achieve a better
understanding of the problem studied. Furthermore, TALIS 2013 provides
information about other variables that could explain some of the results; in
this respect, our study has a limited range in understanding and explaining
leadership styles’ impact on school variables.

Aligned with this, another limitation is the fact that TALIS 2013 only
measures two types of leadership styles and even though these are the most
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powerful to guarantee school quality, there are other leadership styles such
as democratic and/or participative, transformational or transactional that
could help us to understand the topic a bit more.

Furthermore, more countries participating in PISA and TALIS sur-
veys could be analysed in order to compare their results and to under-
stand their academic performance in terms of leadership styles. Primary
schools could be also studied if TALIS would include them in their
database. Finally, qualitative research could be conducted with the coun-
tries and schools analysed in this study in order to deepen the outcomes
and establish specific strategies to promote a more distributed and
instructional leadership irrespective of their gender, and enhance a
more positive school climate and a higher principals’ and possibly teachers’
job satisfaction.

APPENDIX 6.1. ITEM WORDINGS OF THE FOUR TALIS SCALES USED

IN THIS STUDY

Scale Items

Distributed leadership This school provides staff with opportunities to
actively participate in school decisions.
This school provides parents or guardians with
opportunities to actively participate in school
decisions.
This school provides students with opportunities
to actively participate in school decisions.

Instructional leadership I took actions to support cooperation amongst
teachers to develop new teaching practices.
I took actions to ensure that teachers take
responsibility for improving their teaching skills.
I took actions to ensure that teachers feel
responsible for their students’ learning outcomes.

School climate of mutual respect School staff have an open discussion about
difficulties.
There is mutual respect for colleagues’ ideas.
There is a culture of sharing success.
The relationships between teachers and students
are good.

(continued )

6 GENDER AND LEADERSHIP IN BRAZILIAN, SINGAPOREAN AND SPANISH . . . 139

www.ebook3000.com

http://www.ebook3000.org


(continued)

Scale Items

Principal job satisfaction—
Satisfaction with current work
environment

I enjoy working at this school.
I would recommend my school as a good place to
work.
I am satisfied with my performance in this school.
All in all, I am satisfied with my job.

Principal job satisfaction—
Satisfaction with
profession

The advantages of this profession clearly
outweighs the disadvantages.
If I could decide again, I would still choose this
job/position.
I regret that I decided to become a principal.

APPENDIX 6.2. MULTIPLE REGRESSIONS ON SCHOOLS’ CLIMATE OF

MUTUAL RESPECT

B SE B β

Step 1
Constant 13.161 0.088
Year(s) working as a principal in total 0.056 0.010 0.165*

Step 2
Constant 13.317 0.095
Year(s) working as a principal in total 0.051 0.010 0.152*
Principals did not attend instructional leadership
courses

−0.583 0.138 −0.122*

Step 3
Constant 13.186 0.101
Year(s) working as a principal in total 0.050 0.010 0.147*
Principals did not attend instructional leadership
courses

−0.525 0.139 −0.109*

School located in large city 0.451 0.126 0.103*
Step 4
Constant 13.177 0.101
Year(s) working as a principal in total 0.050 0.010 0.149*
Principals did not attend instructional leadership
courses

−0.557 0.139 −0.116*

School located in large city 0.402 0.126 0.092**
Having a master degree or more 1.110 0.372 0.086**

(continued )
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(continued)

B SE B β

Step 5
Constant 8.193 0.444
Year(s) working as a principal in total 0.049 0.009 0.146*
Principals did not attend instructional leadership
courses

−0.338 0.134 −0.070**

School located in large city 0.543 0.124 0.124*
Having a master degree or more 0.902 0.353 0.070**
Degree of distributed leadership in school 0.216 0.026 0.232*
Degree of instructional leadership in school 0.179 0.028 0.179*

Step 6
Constant 4.613 0.504
Year(s) working as a principal in total 0.027 0.009 0.079**
Principals did not attend instructional leadership
courses

−0.267 0.126 −0.056**

School located in large city 0.270 0.118 0.062**
Degree of distributed leadership in school 0.172 0.025 0.185*
Degree of instructional leadership in school 0.146 0.027 0.146*
Principals’ job satisfaction level 0.366 0.029 0.341*

Note: R2 = 0.026 for Step 1, ΔR2 = 0.01 for Step 2 (p < 0.001), ΔR2 = 0.01 for Step 3 (p < 0.001), ΔR2 =
0.01 for Step 4 (p < 0.05), ΔR2 = 0.10 for Step 5 (p < 0.001), ΔR2 = 0.10 for Step 6 (p < 0.001). SE =
standard error; * p < 0.001; ** p < 0.05.

APPENDIX 6.3. MULTIPLE REGRESSIONS ON PRINCIPALS’ JOB

SATISFACTION

B SE B β

Step 1
Constant 13.623 0.092
Brazil −0.916 0.112 −0.233*

Step 2
Constant 13.158 0.114
Brazil −0.832 0.111 −0.211*
Year(s) working as a principal in total 0.059 0.009 0.189*

Step 3
Constant 12.904 0.140
Brazil −0.630 0.128 −0.160*
Year(s) working as a principal in total 0.059 0.009 0.189*
School located in large city 0.406 0.132 0.100**

(continued )
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(continued)

B SE B β

Step 4
Constant 12.696 0.161
Brazil −0.660 0.129 −0.168*
Year(s) working as a principal in total 0.057 0.009 0.181*
School located in large city 0.355 0.133 0.087**
Principals attended instructional leadership courses 0.334 0.126 0.075**

Step 5
Constant 12.656 0.161
Brazil −0.654 0.128 −0.166*
Year(s) working as a principal in total 0.057 0.009 0.182*
School located in large city 0.317 0.133 0.078**
Principals attended instructional leadership courses 0.360 0.126 0.081**
Having a master degree or more 0.947 0.337 0.079**

Step 6
Constant 12.600 0.162
Brazil −0.650 0.128 −0.165*
Year(s) working as a principal in total 0.036 0.012 0.113**
School located in large city 0.386 0.136 0.095**
Principals attended instructional leadership courses 0.353 0.126 0.079**
Having a master degree or more 0.962 0.336 0.080**
Year(s) working as a principal at this school 0.038 0.015 0.099**

Step 7
Constant 12.617 0.162
Brazil −0.627 0.128 −0.159*
Year(s) working as a principal in total 0.036 0.012 0.114**
School located in large city 0.378 0.135 0.093**
Principals attended instructional leadership courses 0.344 0.126 0.077**
Having a master degree or more 0.961 0.336 0.080**
Year(s) working as a principal at this school 0.037 0.015 0.097**
Principal’s role is part-time without teaching
obligations

−0.533 0.259 −0.057**

Step 8
Constant 9.792 0.406
Brazil −0.792 0.127 −0.201*
Year(s) working as a principal in total 0.034 0.012 0.108**
School located in large city 0.387 0.135 0.095**
Having a master degree or more 0.823 0.329 0.068**
Year(s) working as a principal at this school 0.038 0.015 0.098**
Principal’s role is part-time without teaching
obligations

−0.509 0.253 −0.055**

(continued )
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(continued)

B SE B β

Degree of distributed leadership in school 0.138 0.025 0.160*
Degree of instructional leadership in school 0.106 0.027 0.113*

Step 9
Constant 7.249 0.432
Brazil −0.722 0.120 −0.183*
Year(s) working as a principal at this school 0.036 0.014 0.093**
Degree of distributed leadership in school 0.067 0.024 0.078**
School climate of mutual respect 0.321 0.026 0.345**

Note: R2 = 0.053 for Step 1, ΔR2 = 0.03 for Step 2 (p < 0.001), ΔR2 = 0.01 for Step 3 (p < 0.05), ΔR2 =
0.00 for Step 4 (p < 0.05), ΔR2 = 0.01 for Step 5 (p < 0.05), ΔR2 = 0.00 for Step 6 (p < 0.05), ΔR2 = 0.00
for Step 7 (p < 0.05), ΔR2 = 0.04 for Step 8 (p < 0.05), ΔR2 = 0.10 for Step 9 (p < 0.05). SE = standard
error; * p < 0.001; ** p < 0.05.

NOTES

1. Mann–Whitney test was applied but no significant differences were found;
therefore, no data is provided.

2. Mann–Whitney test was applied but no significant differences were found;
therefore, no data is provided.

3. To review the regression model procedure applied, see the Data Analysis
subsection within the Methodology section.
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With research evidence over a period of years indicating that cross-nation
practice was erroneously based on the concept of successfully transposing
lessons from one culture to another, especially Western culture onto
Eastern culture (Stephens 2012), ideas are needed for practice which can
have positive effects in a range of countries. It is necessary therefore to seek
ideas about practices which are universal to the way people operate, and at
the same time applicable to contexts in countries which may have widely
different geographical, political and resource issues.

One of these, we suggest, is the practice of collaboration between
people and organisations for increased effectiveness. Clearly, various mod-
els of collaborative practice exist but what all the most effective ones have
in common is the capacity for those involved to learn from each other.
There is little merit for a country or a region in having isolated brilliant
schools, for example, when many or most of the rest struggle to achieve
for the children or young people who have only those schools available to
them for their education. Even ‘pockets’ of collaboration between a few
good schools will not be sufficient for larger-scale improvement. Change is
imperative!

Successful change of this kind also does not occur when it is planned
either through large-scale and top-down mandates or through individual
or mini-scale initiative. The first is described by Hargreaves and Ainscow
(2015, p. 44) as ‘counter-productive’ and the second as ‘inadequate’. The
focus for successful change does not lie at the macro level of national
government or international agencies; it is much more likely to occur at
the level of ‘family and community (the latter including schools)’ (Brock
2011, p. 35). In developed countries, where a market-led school choice
model operates, schools have inevitably become dislocated from their own
communities and in many less-developed countries, issues of lack of
resources, vast distances and historical divisions hinder opportunities for
much national cohesion. Effective change, we suggest, is most likely to
happen when a number of schools work or operate within networks or
partnerships of various kinds, where they can together devise their own
system(s) for innovation and development in learning and teaching. As
noted previously, many different kinds of such networks exist. Hatcher
(2008, p. 26) described the situation in England and Wales as:

a multiplicity of networks of different types and scales, geographical and
issue-based, ranging in scale from the local area to authority-wide and
national, with formally structured partnerships, some involving new forms
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of governance and less formal collaborations, and connecting the school to
other public services and to the private sector.

Which kind of link or partnership between schools and their leaders is
suitable for the particular region to develop as suiting and meeting their
needs?

This chapter describes research carried out into various ‘school to school’
models in three different areas: a large urban conurbation in England with
several areas of considerable social and economic deprivation; a region of
Tanzania with a higher-than-average level of disadvantage and a province of
South Africa with levels of deprivation higher than other provinces of the
country. The research investigated various examples of cross-school colla-
boration, some of which were well established, some just beginning, others
at the earliest stage of planning. A special emphasis in the research was on
the role of school leaders in developing such collaborative models and/or
participating in them. From the research, it was possible to consider models
which offer the leaders and their schools opportunities to learn from each
other, to share and spread effective practice, whilst recognising the unique-
ness of each individual school and community, leading, perhaps, to an
overall educational system improvement.

SCHOOLING IN THE COUNTRIES CONCERNED

England

School education in England has been the subject of almost constant
review and reform for almost 30 years. There have been significant
changes to all aspects of the system, including curriculum, assessment,
inspection, increasing the period of compulsory education and reforming
school organisation and funding (Abbott et al. 2013). A National
Curriculum, introduced in 1988, has undergone significant reform along-
side a national system of testing, which has been changed on numerous
occasions. Performance in national tests is made public and school league
tables have become a permanent feature. The Office for Standards in
Education (Ofsted) was established in 1992 and all schools are subject
to regular inspections with publication of the final outcome. All young
people now have to remain in education or training until aged 18. Schools
have been given greater financial autonomy, encouraged to compete for
students and are now expected to manage their own resources. School
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leaders are expected to run their school as a business, alongside having
expertise in pedagogy, assessment and curriculum development.

These changes have been driven by a desire to raise educational stan-
dards, in response to perceived underperformance set against widely
reported improvements in schools systems in other parts of the world,
such as Singapore, China and Scandinavia. In addition, education reform
has been directed at improving social mobility and raising the aspirations
of students from more deprived backgrounds with the aim of closing the
gap between the most and least successful students. Underpinning this
process has been continued reform of teacher training and professional
development for head teachers and teachers (Middlewood and Abbott
2015).

Political interference in the system has increased as central government
has taken greater control over what should be taught in schools and how it
should be assessed. Education has become a significant political issue and
it has increasingly been placed at the forefront of the political agenda
although there has been broad political consensus between the two main
political parties (Abbott 2015).

Local control of the system has diminished (Bell and Stevenson 2006)
and at the same time schools have been given greater autonomy through
increased local management of schools. In addition, successive govern-
ments have encouraged the establishment of a variety of schools. These
include academy schools, which enjoy even greater autonomy, and free
schools, which can be set up by groups and individuals including parents
and teachers (Gorard 2009; Smith and Abbott 2014; Higham 2014).

The result of these reforms has been a move towards a free-market
approach in education with students and parents being viewed as con-
sumers of education and schools operating more like autonomous orga-
nisations rather than as part of a local network. At the same time, the
central government has retained control of the key aspects of education
including curriculum, assessment, school inspection and funding
(Whitty 2008). The pace of change in the English education system
has been rapid and schools have had to deal with wide-ranging reforms.
This is against a background of a relentless drive to raise school stan-
dards and recently, since 2010, diminishing resources devoted to educa-
tion. These changes have led to the development of a number of
different models of collaboration and cooperation that we will return
to later in the chapter. Our research took place in one of the largest
cities in England.
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South Africa

Despite progress since 1994, South Africa remains a ‘two nation or two
economies state’ (Fleisch 2008) with the former white and Indian schools
still relatively well resourced and achieving success in national exams and
whose students are providing the majority of people who go on to uni-
versities and professional careers (Maringe and Moletsane 2015). They are
joined by an increasing number of black children from the emerging middle
classes (Maringe and Moletsane 2015). The remainder of schools cater for
the poor working classes in rural areas, townships, mining and farming
areas. These are often poorly resourced, with poor infrastructures, fewer
trained staff and often principals who have had no training in such environ-
ments. Such schools are in the majority in the education system and very few
students from them go on to higher education; in fact the drop-out rate
from such schools is a huge issue. Much has been done to assist such schools
(some ‘no-fee’ policies, help with transport, some free meals) but a discre-
pancy remains and this is reflected in the achievement gap between the
advantaged and disadvantaged schools (Spaull and Taylor 2012).

All state schools are taught the same curriculum and enter the same
examinations at senior levels.

Other issues adversely affecting the poorer schools include low expecta-
tions for pupils, especially girls, where the drop-out rate through preg-
nancy is still high, and the tendency of teachers to opt to work in better
resourced schools. Such schools are nearly all found in urban areas, thus
accentuating the urban/rural divide. Teacher training itself is very urban
centred (Masinire et al. 2014) since virtually all universities are urban
based and do not tend to provide much teaching experience in rural
settings. Children from the poorer schools become doubly disadvantaged
as they acquire a limited set of skills to apply to situations, leading to
lower-level jobs in adult life, thus perpetuating the cycle (Fleisch 2008).

Our research was carried out in Limpopo, the northernmost province and
the poorest in South Africa, with most schools lacking adequate facilities and
services, according to its own government (Statistics, South Africa 2015).

Tanzania

Since independence was gained in 1961, Tanzania has been committed to
improving access to and participation in education, and it adopted the
MillenniumGoals of 2000. Despite this, many challenges currently confront
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policymakers, administrators and school staff. The completion rates in edu-
cation are low, with even at primary-level high truancy rates, and early
marriage and pregnancy affecting girls at secondary level. By the age of 14,
about half of the school population have left the system (UNESCO report
42). The actual quality of primary education is seen as poor, with many
children leaving as illiterate. Secondary education also has low completion
and high drop-out rates. A majority of girls do not complete secondary
education and are outperformed by boys in achievement.

As elsewhere in Africa, a rural/urban divide exacerbates the problems and
some rural areas have no schools at all or are very hard to reach for children.
Childrenwith special needs have extremely limited access to schools or services.

Tanzania has significant problems regarding the teaching force, with
UNESCO arguing that the country has the lowest qualified force in sub-
Saharan Africa (Hardman et al. 2012). Although the number of children in
schools has increased, the teaching force has not expanded to meet the
demand. There are serious shortages in science, maths and English teachers
particularly—especially in rural schools. In addition, teacher absenteeism and
attrition are high and staff are demotivated by poor facilities, overcrowded
classes, heavy workloads and very limited opportunities for professional
development—again, especially in rural areas (UNESCO 2014, p. 54). Our
research took place inMtwara, one of the poorest of the country’s provinces.

LITERATURE REVIEW

Globally, schools are operating in a rapidly changing environment with
significant changes taking place in the relationships between individual
schools, local districts and national governments, all with the aim to bring
about rising standards and school improvement. In many developed
countries, a major part of this process is the promotion of school-to-school
collaboration. A significant feature of this has been the development of
system leadership which can be broadly defined as school leaders acting as
‘practitioner champions’ (Hargreaves 2010) or system leaders (Fullan
2005). Under this type of model head teachers aim to build and improve
capacity in the broader school system by working with other head teachers
to improve leadership knowledge, understanding and practice. Individual
school leaders are seen as central to the process of school improvement.

Collaboration can take a number of forms including individual school
to school, the organisation of chains of schools working together under
loose terms of engagement, to more formalised federations of schools
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operating with common procedures and approaches (Robinson 2011,
2012). Townsend (2015; p. 735) has suggested that there ‘is the need for
leaders to share what they know and what they can do, not only with
teachers within their own schools, but also outside of their schools with
other leaders from different schools’.

The outcome of this process of collaboration has been identified as the
emergence of a self-improving school system (Hargreaves 2010). Under
this system, schools can provide mutual support to facilitate improvement
and cooperate on a range of initiatives, working together to identify and
respond to local needs. Particularly in developing countries, when local or
district support is limited, due to resource issues or changing policy, and
there is a lack of leadership development, collaboration with other schools
and their leaders may be the only resource available. In many parts of
Africa preparation for headship is certainly limited; see, for example, Bush
and Oduro (2006); Bush and Glover (2013). There are some emerging
signs of schools’ awareness of the benefits of working with other schools.
For example, in a study of township schools in South Africa, Prew (2009,
p. 843) notes that improvement comes with ‘partnerships built on trust
and shared interest,’ and suggests the benefits of schools looking outwards
‘can be huge’ (2009, p. 843). In an assessment of the impact of unequal
resource allocation in South Africa, Mestry’s (2014) analysis points to
schools’ working together as a possible way forward for greater equity
and raising achievement for poorer schools.

The evidence for the impact of this type of development is limited and is
not always necessarily positive. Chapman (2015, p. 47) argues that ‘it is
unsurprising the knowledge base pertaining to “what works” and “why” lags
behind policy and emerging practice. Furthermore, the diverse and at times
bizarre interpretation of policy mandates by educational leaders can lead to
unintended and perverse outcomes and structural variations and diverse
practices on the ground can present a complex and often confusing portrait.’

Limited data is starting to emerge that collaboration between schools of
the type we have described can contribute to ‘partnerships beyond the
school, where partners multiply the impacts of each other’s efforts’
Ainscow et al. (2012b, p. 209). Abbott et al. (2014, p. 451) have reported
on the support given by head teachers from highly effective schools to
fellow head teachers in schools requiring improvement as ‘being enthu-
siastically welcomed by head teachers of the supported schools’.

Whilst a useful tool, and one that is being encouraged by many policy
makers, it is worth noting that school-to-school collaboration can only go
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so far in supporting educational improvement in any country and ‘that
without attending to the deeper structural issues rooted in society the
quest for educational improvement, whether in isolation or collaboration
remains limited’ (Chapman 2015, p. 58). There is also a danger in taking a
model developed in one context and dropping it into another; (see, for
example, Eacott and Asunga 2014).

METHODOLOGY

The research methods used in all three places were primarily of two kinds:
documentary analysis and semi-structured interviews. We needed access to
the context, both in terms of resources and policy, and studied a selection
of relevant documents for analysis, namely:

• Education Policy Statements, both regional and national
• School Improvement Plans, both at school and regional level

We chose to analyse these using the SWOT (strengths, weaknesses,
opportunities, threats) method because it was hoped it would offer a picture
of possibilities for the future as well as the current situation, and in a context
of striving for educational improvement and the potential role of the uni-
versity in this, this seemed essential. In analysing the documents, we were
conscious that such documents are part of the culture which produced them
(Cortazzi 2002) and were therefore careful to take account of the docu-
ments’ sources and authorship, paying particular attention to distinguishing
between evidence-based ideas and aspirational ones.

The second method was the use of interviews with various personnel
who were closely involved with school improvement. We chose semi-
structured interviews because these give scope for clarification and empha-
sis and ‘can adapt to the personality of the interviewee and perhaps any
circumstance relating to him/her’ (Middlewood and Abbott 2012, p. 53).
Given the wide range of contexts involved, this seemed essential. The main
sample of interviewees consisted of school principals or head teachers. Not
only were these people at the forefront of future developments, they were
in the best position to comment on the reality of the impact of policy and
use of resources, as well as potential in leadership collaboration.

In Birmingham, 10 head teachers of schools seen as requiring improve-
ment or who had failed recent external inspections were chosen from a list
supplied by the local authority (LA). Each of these 10 had been paired
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with the head teacher of a school deemed ‘outstanding’. It did not prove
possible in the research project to interview these. In the Mtwara region of
Tanzania, eight principals were interviewed and in the Limpopo province
of South Africa, there were nine. In both these cases, the schools and
principals were chosen by the relevant educational body and were said to
represent a reasonable range in terms of achievement. Of course, consid-
eration necessarily had to be given to geography since travel to the schools
had to be feasible, given the period of the research visit and the potentially
long distances involved.

The other interviewees included: In Birmingham, two LA officers and
two local government representatives; in Mtwara, academic officers, and in
Limpopo, circuit managers, education board members and local university
representative.

The purpose of the interviews was to ascertain the effectiveness, poten-
tial impact, positive and negative factors of collaboration between school
leaders.

FINDINGS AND DISCUSSION

The SWOT analysis of the documents showed the following which had
relevance to school leadership collaboration:

STRENGTHS

• A commitment by the overseeing authorities to proposals that would
lead to school improvement.

• Willingness and commitment of school principals to working with
other schools and their leaders.

• High level of professional capability of a number of school
principals.

• Availability of facilitation facilities through a local university or LA.

WEAKNESSES

• Potential lack of financial resources to support the mechanics of
collaboration.

• No significant history of structured collaboration between schools.
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THREATS

• Lack of time, both in time actually available for collaboration and in
the sense of the urgency of something needing to happen fairly
urgently. For example, external agencies such as inspection agencies
could be seen as ‘taking over’ if improvement not forthcoming.

• Some cultural factors suggesting reluctance on the part of some com-
munity stakeholders to ‘share’ their practice with other communities.

OPPORTUNITIES

• Investment in education likely to increase.
• The university involved has excellent records in educational leader-

ship and management training.
• Basically, the findings showed evidence of a strong foundation for

developing school leadership collaboration for school improvement
and evidence of potential. If findings from the interviews about
existing and possible future collaboration could support these, the
proposal of an effective model was possible.

THE FINDINGS FROM THE INTERVIEWS

England

• There was no one ‘fixed’ model of collaboration between school
leaders; in fact a variety of different models offered both schools
and their leaders more flexibility to develop a collaborative model
which was customised to suit their particular context and circum-
stances. Most interviewees were strongly opposed to the idea that
there was or could be one specific way of working with another. As
head teacher C said, ‘each school is unique and so are we as indivi-
dual people and leaders. Whilst I am very ready to accept guidance
from outside, only I and my team know this area and this school
so well.’ Other interviewees referred to the fact that individual
human beings, whilst they worked in similar contexts, had different
characters and personalities and forcing them into a single model of
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what an effective partnership should be just could not work for
everyone.

• All interviewees felt that each particular collaborative partnership had
to be negotiated so that the terms of the partnership were mutually
agreed at the beginning. It was no good terms being imposed by an
outsider or indeed by one of the two parties. This negotiation could
be very hard-headed at times but was essential.

• The best way to view any such collaboration, all agreed, was as a
professional working relationship, with the words ‘professional’ and
‘working’ being important. Although friendships might develop
through any collaboration—and several did! It was agreed that
those who were already friends were not the most suitable partners.
A certain distance and objectivity was essential. Head teacher B said
of her partner head teacher, ‘I had met her at meetings and been
impressed but did not know her otherwise. I could have had (A. N.
Other) as my partner but I felt we knew each other too well and she
might have been a little soft on me when I made mistakes!’

Honesty and professional integrity were seen as at the heart of any
successful partnership. ‘In the end, we have to remember that it is all
for the benefit of the children in our schools and any improvement in
me as the leader is for that purpose’ (Head teacher E).

• The recognition of the uniqueness of each school was central, accord-
ing to a majority of head teachers interviewed. Although lessons could
be learned from the school that was outstanding, it was not possible to
simply try to replicate that school in the other one; they were different.
There were a few instances where indications of this approach had been
hinted at early on in the collaboration, but eventually all leaders came
to recognise the other school’s needs were specific to itself and its
context. Even where the contexts of the two schools were similar, for
example both in disadvantaged areas, it became clear in the effective
collaborations that there were individual ‘peculiarities’ in the other
school which meant that a particular ‘solution’ which had worked in
one would not necessarily do so in the other.

• Whilst the partnership was essentially between the two individual
school leaders, as the collaboration developed, considerable sharing
of practices and ideas developed at various levels. Professional devel-
opment was high on this list and several interviewees reported success-
ful joint enterprises involving staff from both schools. The powerful
thing here was that, whilst inevitably the outstanding school had most
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to offer and began by offering training in various areas for the other
school’s staff, eventually the ‘weaker’ school had something to offer the
other one. We were reminded that no one has a monopoly of good
ideas and practice and also that not every teacher working in an under-
achieving school is necessarily underachieving. Other examples of
collaborating at different levels included a deputy head teacher work-
ing in the other school for a period and even office administrators
visiting each other’s schools. As interviewee A noted, ‘Although we
had been seen as a failing school, we were very good in our work with
special needs children, and the other school’s staff with those respon-
sibilities came several times to pick our brains!’

• Inevitably, resources were discussed. The LA invested some
resources in the scheme and there were bargains struck between
the two schools in most cases. In only one case did an attitude of
‘trying to sell me something’ threaten to spoil the partnership and
here a change of partner was negotiated! The LA here did have an
important role in its monitoring of how the collaboration was or was
not working and did intervene in this single case. Again, this under-
lined the need for a mutually agreed set of terms for a collaborative
relationship.

• Finally, every interviewee indicated their own significant learning
that had occurred through his collaboration. Head teacher F was
typical, ‘I learned more through working with X than I could from
any number of courses and my staff tell me how much I have
developed! My partner head teacher also told me how much SHE
had learned, which was great.’ Although the research project did
not enable us to interview the partner head teachers, it is interesting
to note that nearly all the interviewee head teachers reported this
point; that is, their partners had learned as much as they had.
‘Mutual learning’ was how head teacher D described the whole
process.

SOUTH AFRICA: LIMPOPO PROVINCE

A visit to the University of Warwick in England by a group of Limpopo
school principals, with Education Officials and University of Venda staff,
for a week’s programme of leadership and management development
occurred in Autumn 2014. During this time, the idea of structured
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collaboration between the principals began to take shape, with the recog-
nition that it would need the support of local officers and university.
Action learning sets were introduced during the visit and were enthusias-
tically taken up by the principals. After their return to Limpopo, six
principals remained in regular communication using the action learning
sets. Although these sets focused on helping each individual principal
develop an action plan for their particular school, the crucial step forward
was the sharing between the principals in the devising of these. Identified
issues, introduced in the visit to England, such as strategy and vision,
school culture, teacher development and team-building, were discussed
and developed within a learning framework. Each principal learned to put
their practice and projects in front of the others for ideas and comment
and, where appropriate, criticism.

Communications were crucial to the success of this venture (Coleman
2011), as was the capacity to listen to others (Connolly and James 2006).
Undoubtedly, the week together ‘off-site’ in England had laid the foun-
dations for the most important element in effective collaborative models,
that of developing trust (Gillinson et al. 2007). One of the interviewed
principals said in January 2015 of the collaborative sessions that ‘We
don’t have to feel we are in competition now, anything like as much as
we did. Even if we did not say it, we felt it inside-watching how another
school was doing. Now we trust each other, and when we contribute a
good idea to another colleague principal, it’s great when they like it—
and I get as much pleasure from that as when I get something right in my
own school.’

Principal L described the new collaboration as ‘mutual learning’ and
hoped that the learning from others would lead to improvement at the
most crucial level, that is, in the classroom. ‘It is vital that we don’t
just focus on leadership and management but get to learning from
each other about how things can be better in teaching and pupil
learning.’

Principal F felt that the success was due to the fact that they are all equal
in status. ‘It is really peer-to-peer learning, isn’t it? Although some schools
are better off in resources and parental and community support than
others, we are all principals doing the same job, so we understand each
other’s problems and can give and receive advice. AND, we do not have to
take all the advice!’

This group of six principals included both secondary and primary
school leaders and for Principal C, a primary school leader, this was
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important because ‘We seem to want to play a blaming game between
primary and secondary schools sometimes, when we should be working
together to share good practice. It is easy in your own secondary school to
sit and blame a primary school for not preparing children properly, or for a
primary to say it is the secondary’s fault for not building on good work.
They ARE all the same children!’ This aspect was one welcomed by the
supporting administrator interviewees as it addressed the whole system
issues rather than one specific part of it.

At the time of writing, models are still being investigated, including the
possibility of principals of highly effective schools supporting principals of
struggling schools. Collaborative working at leadership levels across schools
has inherent tensions and a ‘plethora of potential problems’ (Coleman 2011,
p. 310) and in Limpopo, as elsewhere in Africa, a major one is the urban/
rural divide with its geographical and logistical issues to be tackled. Although
there is some way to go before this is at all resolved, the early indications of
collaboration between school principals being a route to school improvement
are encouraging. One education board interviewee speculated that ‘Soon
perhaps, even a small meeting of school principals who are collaborating on
ideas about improvement; if they managed to gather in a rural secondary, for
example, a lot of eyes would be opened and everyone might gain!’

TANZANIA: MTWARA PROVINCE

The interviews with school principals made it very clear how isolated
many of them felt. This was in some cases true geographically when a
school was a long way from its nearest neighbour, but it was also true
in the psychological sense for virtually all the principals. Headship or
principalship has been shown through research to be a lonely job
(Barrett-Baxendale and Burton 2009). There is after all only one of
you in that role! When factors such as lack of resources, teacher
absenteeism and low pupil achievement are added in to the situation,
matters can be greatly exacerbated. One interviewee stressed that,
whilst she was ‘not blaming anyone—I know I have to do the job for
these children—but I sometimes feel as if no one else cares about me.’
For these school leaders, even a very occasional meeting with a regional
officer was welcome. The relief that some expressed that could come
from a simple meeting with one other leader was considerable. ‘Then,
you can just exchange news, hear about someone else’s problems and
so on’ (Interviewee A).
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When the possibilities of some kind of structured collaborative arrange-
ment was mooted at interview, all the principals embraced the concept
eagerly, and emotions of ‘relief’, ‘eager anticipation’ and ‘enjoyment of
peer-company’ were expressed. However, beyond, the purely personal and
human emotional side of any such collaborative venture, the professional
benefits and also consequences were clearly expressed.

All interviewees were clear that collaboration between principals would
‘make things better’ (Principal C). Ideas about possible forms of colla-
boration were plentiful. Two specific ideas involved:

• New principals being linked with experienced ones in a form of
mentoring arrangement. Bush (2008) shows that such mentoring
schemes for school leaders are amongst the most common form of
support given for school leaders, and can be especially helpful in
countries where preparation for headship is minimal.

• Close collaboration between primary and secondary school leaders at
the stage of transition was strongly advocated, particularly over a
longer period than just the short time prior to pupil transfer.
‘Leaders and other staff meeting and working together would
make a big difference to how the children from primary felt about
the new secondary school’ (Principal B). At present, that period of
transition in Tanzania is one where a number of children disappear
from the system altogether.

Other arguments involved the sharing of skills, including leadership
skills. As Principal E noted, ‘We are all individuals with our different
strengths and weaknesses. I am good—I think—with staff, but I seem to
have no success with getting parents to feel supportive. I would like to link
with a school leader who is good at that and get ideas from them.’ Other
skills mentioned in this context of sharing included:

• Staff and pupil motivational ideas
• Classroom support for weaker teachers
• Delegation
• Technical skills in assessment
• Professional development in for example English language teaching

An aspect of prospective collaboration that was both interesting and
important was the wider view taken by several of the principals. They saw
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collaborative arrangements between school leaders as being significant in
making a contribution to the development of the whole education system.
Principal D said, ‘We face problems and we need to work in partnership.
We have to encourage people to work together in areas such as profes-
sional development. We have to develop links that will improve the
system.’

Principal F endorsed this: ‘There has to be support for head teachers
from other heads across the local area. Greater team work across the
system will lead to a more effective education system.’

And Principal C said, ‘We need to have co-operation and commitment
from everyone to improve the system. There has to be regional planning
and setting of priorities with schools working together. Increased co-
operation WILL make things better!’

Such comments point to an understanding that leadership collabora-
tion can not only increase individual school leader effectiveness but can
play a part in helping stakeholders to see that only by working together
and ending or minimising school isolation can an education system even-
tually operate for the benefit of ALL those involved, despite disparity in
individual circumstances.

CONCLUSION

Our research has identified three basic stages of leadership collaboration
which exhibit differing levels of development. We do recognise the diffi-
culties in attempting to transfer a Western-type model to other systems. At
the same time, we advocate that collaborative models do need to be
constantly aware of the variations which might occur in terms of specific
regional and local needs and experience tells us that collaboration is not
always the most effective strategy to adopt. Notwithstanding these caveats,
the three basic stages of leadership collaboration are:

1. A recognition by head teachers of the benefits of leader-to-leader
collaboration and a willingness to develop and introduce a limited
model of cooperation. There is agreement about the benefits of the
approach and a belief that collaboration can lead to improvements in
schools on a micro and macro level. Pressure is starting to build from
head teachers to move away from a top-down bureaucratic approach to
school improvement to a system that enables school leaders to work
together.
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2. Building on the aforementioned, an informal network is established
which is supported and facilitated by the Local Authority or District.
Head teachers begin to talk together and to learn from each other,
either on an individual basis or as part of an informal network. This
is a loose arrangement without any formalised structure, but the
benefits of increased collaboration are seen as important in bringing
about school improvement.

3. A formalised and structured system established by a central body,
the Local Authority or District, which facilitates one-to-one colla-
boration between senior school leaders. This is designed to offer
tailored support and aims to provide specific help and advice for
particular issues relevant to the local situation. This more sophisti-
cated model allows long-term relationships to develop in a secure
and trusting environment which recognises the importance of a
formalised system of collaboration.

As these different types of collaboration develop, there will be a need to
understand the ‘fluidity and flexibility of leadership relationships which
spread both through and beyond schools, and which does not simplistically
attribute concepts of success or failure to the actions of particular appointed
leaders’ (Townsend 2015, p. 734). The drive for school improvement will
continue, but the models that we have described will continue to evolve as
policy initiatives continue, circumstances change and head teachers become
more accustomed to working in a collaborative manner.
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CHAPTER 8

Leadership for the Attainment of Improved
School Outcomes: A Brazilian, Australian

and Maltese Study

Lindy-Anne Abawi, Ana Maria de Albuquerque Moreira,
and Christopher Bezzina

INTRODUCTION

The quest for methods to ensure improved educational outcomes for
young people is a worldwide ‘holy grail’. Unfortunately what appears to
be happening is the adoption of educational fashions that fade and re-
emerge, often rebadged, as the great ‘new’ initiative. Today many leaders
are sceptical of the latest trends when in many countries there is a flatlining
of results or a decline (OECD 2013). Instead they seek real evidence of
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sustained achievement and how they can influence the work of teachers by
providing direction, building capacities and creating a work environment
that maximises opportunities for individual success (Gurr et al. 2006).

All three countries within this study have nationally established goals
aimed at lifting the quality of secondary education outcomes which reflect
a need to focus on more than just academic success. The Australian
‘Melbourne Declaration on Educational Goals for Young Australians’
(Ministerial Council on Education, Employment, Training and Youth
Affairs 2008) outlined two overarching goals: to promote equity and
excellence, and for all to become successful learners, confident and creative
individuals, and active and informed citizens. In Brazil, the National Plan
of Education (2014–2024) outlined the goals for secondary education: to
universalise access for young people aged 15–17 years, and ensure quality
and equity in secondary education (Ministry of Education 2014). In Malta
the National Curriculum Framework (NCF) speaks of holistic education
that ‘supports all learners to achieve and succeed, whatever their back-
ground, needs and aptitudes; learning which is active, personalised, rele-
vant and purposeful’ (Ministry of Education, Employment and the
Ministry of Education Employment and the Family 2011, p. 8).

Through our analysis we explore a sample of high achieving secondary
schools in Australia, Malta and Brazil to determine overall factors con-
tributing to student achievement. The Research Based Framework for
School Alignment (RBF) (Crowther & Associates 2011) assisted research-
ers to focus on specific success indicators related to leadership and the
alignment of diverse schoolwide practices.

RESEARCH BASED FRAMEWORK

School improvement literature focuses attention on a variety of quality
practices: the creation of professional learning communities (Hord and
Sommers 2008), justifications of practice according to measurable data
(Hattie and Yates 2013), authentic learning and assessment (Burke
2009) and the benefits of distributed leadership (Harris 2004; Spillane
2012). What remains problematic is how the various elements of suc-
cessful school practice work together to produce quality student out-
comes. From a leadership perspective it is necessary to understand
internal interactions for ‘the distinctive characteristic of schools with
superior evaluation systems is that their leaders can identify practices

170 L.-A. ABAWI ET AL.



that they have stopped doing as a result of insufficient evidence of
effectiveness’ (Reeves 2009, p. 82).

The RBF allows understanding of internal interactions to be gained. It
is grounded in authoritative theory relating to management and organi-
sational alignment (Drucker 1946; Schneider et al. 2003) and comple-
mented by research from the University of Wisconsin–Madison (King
and Newman 2001). Alignment in educational organisations occurs
when five fundamental variables (see Fig. 8.1) are mutually reinforcing,

Generative
Resource Design

Strategic
Foundations

Cohesive
Community

Schoolwide
Pedagogical

Development and
Deepening

Successes and
Achievements

Holistic
Professional

Learning 

Fig. 8.1 Modified version of the Research Based Framework for Organisational
Alignment (Crowther and Associates 2011, p. 175)
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thereby enhancing the opportunities for heightened school outcomes
(Crowther & Associates 2011, p. 175):

• Strategic foundations, for example, leadership roles and structures;
vision and values; recognition of teacher professionalism; and deci-
sion making processes

• Cohesive community, for example, stakeholder support; community
engagement processes; clear communication channels; and celebrations

• Generative resource design, for example, collective prioritising regard-
ing curricula, technologies and environments

• Schoolwide pedagogical development and deepening, for example, a
blend of context-specific and authoritative effective pedagogical
practices; encouragement of student voice; linking of principles to
systemic policy; and innovation

• Holistic professional learning, for example, professional learning
communities; external and internal learning opportunities; and pro-
vision of learning time and space.

RBF elements align to Schein’s (1992): the artefacts level (visions, mission
statements); the espoused values level (values, structures and practice); and
the norms and assumptions level (unwritten expectations). The RBF assists
in bringing these levels to light and, in the case of this study, identifying
strong practices that contribute to a school culture that breeds success.

UTILISING ‘SNAPSHOTS’

Loosely based on a case-study approach (Denzin and Lincoln 2005; Noor
2008; Yin 1993), we took ‘snapshots’ of each context (Crowther et al.
2002; Goodson et al. 2002). A ‘snapshots’ approach relates to naturalistic
inquiry (Patton 2001), personal narrative (Clandinin and Connelly 1995),
historical inquiry (Wineburg 2001) and case study (Yin 1993). Our snap-
shot approach portrays a cross section of time-specific materials.

Our snapshots approach adheres to a number of Yin’s Case Study design
criteria (2014, p. 45): using multiple sources of evidence; pattern matching
and explanation building; theory based; and the development of a database.
Unlike case study, snapshots are not collated over an extended time period but
within a window of time framed by a specific preconceived investigation intent
which in this study is the investigation of school leadership within secondary
schools displaying high achievement data.
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DATA COLLECTION AND ANALYSIS

Schools were randomly chosen from government web site data col-
lations indicating high achieving schools—socio-economic status was
not a consideration. Selection was refined according to geographical
availability and the willingness of the principal and teachers to be
involved.

Digitally recorded semi-structured interviews (Noor 2008) based on
questions related to school practices and procedures were transcribed and
combined with related data sources (e.g., web sites), then analysed for
indicators suggesting why each school had achieved high levels of aca-
demic success to determine (1) similar elements, or (2) context-specific
elements. Findings are summarised under each of the RBF domains and
illustrated with one or two brief data extracts indented and placed in italics
following the summary.

Each school has a fictitious name identified by italicised initials with
participant contributions identified by abbreviations: principal (P); teacher
(T1, T2, T3 and T4).

AUSTRALIAN SNAPSHOT

Australian education systems vary from state to state, and from govern-
ment-funded schools to Catholic and independent schools with 65 % of
students attending government schools (Australian Bureau of Statistics
2014). Education is compulsory between the ages of 6 and 16 with 90 %
of students attending pre-schooling options. In 2012 the Australian
Curriculum was launched. Core curriculum subjects such as English,
mathematics and science were the first to be implemented Australia-wide
within both primary and secondary school settings. Additional discipline
areas have now been added.

The Australian Qualifications Framework, established in 1995, is a
national policy governing higher education pathways and secondary
schools must meet government standards. Post-school higher education
options for students include vocational education and training providers
and varied university pathways. According to the 2012 PISA (Program for
International Student Assessment) data, although mathematics and read-
ing results are slipping, Australian schools consistently perform better than
the OECD average. The biggest issue for Australian educators is the gap
between the lowest and highest achievers (Thomson et al. 2014).
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AUSTRALIAN CASE STUDIES

According to the Australian national database (MySchool) student
achievement results for the case-study schools have been consistently
above, or well above, those of schools similar in size, socio-economic
background and demographics.

Westlake College (WC) is a non-denominational, co-educational,
metropolitan private school in Victoria. It caters for over 1,300 students
up to Year 12 with 30 % of enrolments being from an ‘English as another
language’ family background. No students identify as being of Aboriginal
or Torres Strait Islander descent. The leadership structure consists of a
principal, a deputy principal and two heads of school (junior and senior)
assisted by heads of departments. Students come from families of high-
economic status (MySchool).

Fairmont State High (FSH) is a regional government secondary school
in Queensland. The student population comprises of approximately 1,400
students in years 7–12. The leadership structure consists of one principal,
three deputy principals and heads of departments. Demographically the
school sits within an average to slightly lower than average socio-economic
index range with 13 % of students coming from diverse cultural back-
grounds and an additional 5 % identifying as Indigenous. Emphasis is
placed on community partnerships and catering for individual student
needs. There is a large special education programme in place.

In each school strategic foundations were characterised by a strong
school culture reinforced by verbal, visual, relational and aural expecta-
tions based on a shared vision and consciously developed shared under-
standings of processes and practices.

Both schools articulated beliefs and values systems placing student
welfare at the centre of decision-making. The principal of Fairmont
demonstrated a strong moral commitment to social justice. In both
schools education of the ‘whole child’ was a priority. Social and emotional
well-being were fore-fronted and students were explicitly taught to
demonstrate respect for others. Distributed leadership practices were evi-
dent with professional learning communities and networks for actioning in
place consisting of teacher leaders, student leaders and community leaders.

[The Principal] has her little catchphrase . . . If you come to school you are
going to be safe, you are going to be respected and you are going to learn.
(FSH T1)
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We are each expected to be leaders in our own right—if we take her a
problem we . . . even students . . . have to. . . . suggest a solution. (FSH T3)

The Principal’s catch cry of ‘Every child—Every moment’ can be seen
and heard. (WSC T1)

School values—community, scholarship, courage and creativity—help to
create a sense of purpose. (WSC P)

Both schools show evidence of a cohesive community characterised by
diverse learning experiences built on positive relationships based on trust
and reinforced by the explicit teaching of school values and expectations.

Parents are acknowledged and welcomed as integral to student learning
success. FSH has a visible parent presence in the first 2 years but this
diminishes over time. WSC has less of a visible parent presence. Both
schools have parent information blogs on school web sites and WSC has
a parent portal where student progress and achievement is continually
mapped. Text messages and phone calls keep parents informed. Wider
community connections, including with the local university, offer ongoing
partnerships for providing extended learning opportunities. At FSH med-
ical practitioners are a part of the partnership because many students have
varied physical, emotional and cognitive needs. Generally students and
staff feel safe and respected. At FSH safe spaces and places are readily
accessible to students in need. Celebrations of achievement are targeted,
varied, visible and regular. WSC has removed punishment and reward
scenarios and replaced these with celebrations and goal-setting activities
aligned to a restorative justice approach, whilst FSH developed support
strategies to ‘head problems off at the pass’.

We’re a team and we won’t accept anything else. So when you come into
this room you are going to be safe and you are going to be respected.
(FSH T5)

We believe in developing growth mindsets—within staff and students.
(WSC P)

Generative resource design was characterised by resourcing to meet
individual student needs and interests according to collectively established
priorities informed by data and schoolwide pedagogical approaches.

Principals spoke of resourcing according to need as aligned to vision. At
FSH strong relationships developed with feeder primary schools means
information is at hand prior to a new school year commencing and additional
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resources, whether they be physical or human, can be accessed and put in
place where required. Both principals talked about funding priority-driven
targeted professional development opportunities for staff—both teachers
and teacher aides. Digital technologies that support curriculum delivery
and learning were a high priority. WSC is well resourced in this area whilst
FSH talked about the need to cleverly stretch budgets in order to purchase
iPads and other learning manipulatives to assist particular students with
learning. Learning spaces are also consciously adjusted to meet the needs
of specific individual learners.

When we knew Student x would be joining us . . .we had to start getting
supports in place. Aides did additional training and we approached district
office to cover the financial cost of air-conditioning, a specially tailored desk
and support chair. (FSH T4)

At times student interests take us in different directions and we have
prioritised purchase of new desks, chairs, computers and learning hub
hotpoints to provide options. (WSC T1)

Both schools illustrated forms of schoolwide pedagogical development
and deepening characterised by data-driven focused discussion develop-
ing pedagogical understandings about contextualised ways of working
across the school.

Pedagogical conversations take the form of team meetings, data analysis
sessions, professional learning communities and in the case of WSC shared
action research projects. At WSC they use the SOLO taxonomy (Biggs and
Collis 1989) and four pillars for learning as a schoolwide pedagogical
framework. Differentiation and inclusion are the major focuses for FSH
staff. In both contexts new staff are oriented into the school’s ways of
working. Effective communication strategies ensure messages are consistent
across both schools. There is a sense that staff, students, parents and any of
those closely involved in each school are ‘on the same page’.

We have the same expectations—the same language. (FSH T1)
Students also relate to the various stages of the SOLO taxonomy—from

pre-structural thinking into extended abstract thinking. (WSC T1)

Holistic professional learning was a strong focus with principals indicat-
ing the ongoing desire to support professional knowledge acquisition, and
the sharing and building of leadership capacity.
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Principals praised their staff’s willingness to be involved in additional
professional development and conversations about improving practice
regardless of whether after-school time commitment was required or
not. Teachers spoke about ‘doing what it takes’ to ensure positive out-
comes for students. School cultures embraced open-collaboration and
discussion. Teachers received assistance and shared their expertise. Many
of the responses to interview questions indicated a lack of acceptance with
the status quo and a continual striving for new ideas and ways of working.
Change overload appeared in conversations but was related to external
impositions rather than the internal goal-driven changes to which the
majority of staff were committed.

A lot of our PD . . . has been about differentiation . . .we’ve got kids coming
in and although we’ve got a SOSE class, you’ve still got to teach reading
because some kids can’t read. (FSH T2)

The Principal and Curriculum Leader really want us to develop an
ongoing research culture and for many of us this will lead into doing our
Masters. (WSC T3)

BRAZILIAN SNAPSHOT

Brazilian education is structured at two main levels: basic and higher
education. The basic level comprises of three stages: early childhood
education (from 0 to 5 years old), primary education (from 6 to 9 years
old) and secondary education (from 15 to 17 years old). Higher education
options for students include university bachelor’s degree, the licentiate,
technologic graduate and postgraduate studies. Education is compulsory
between the ages of 4–17.

Brazil has a federative regime consisting of public and private schools
which vary significantly across three management levels: Federal Union,
State and Municipality. Secondary education is currently a great challenge.
According to the System of Social Information (2014), in the population
of 15–17 year olds, 15.2 % did not study and did not commence secondary
school and only 54.3 % of young people aged 19 completed the final years
of education. According to the 2012 PISA data, although Brazil performs
below the OECD average, its performance in mathematics has improved
between 2003 and 2012. Current issues relate to access to education and
reducing dropout rates thus raising retention rates and ensuring quality
and equity.

8 LEADERSHIP FOR THE ATTAINMENT OF IMPROVED SCHOOL OUTCOMES: . . . 177

www.ebook3000.com

http://www.ebook3000.org


BRAZILIAN CASE STUDIES

The two schools were selected as ‘snapshots’ because they presented results
above the average in the public system of the Federal District at the National
Secondary Education Examination (ENEM). The information comes from
ENEM’s 2014 database, published by the National Institute of Educational
Studies and Research of the Ministry of Education.

Anisio Teixeira Secondary School (ATSS) is located at north quarter, in
the town centre of Brasilia, District Federal. ATSS’s mission is that all
students should attain 3 years of secondary education. According to
ENEM’s database, students are mostly of high socio-economic status.
The staff consists of one principal, one deputy principal, one supervisor,
three coordinators and two pedagogic advisors. Results show high grade
point averages in all evaluated fields: language, mathematics, human
sciences, natural sciences and writing. More than 50 % of the students
who conclude their education at ATSS enter university. However, first-
year dropout rates are a concern.

Juscelino Kubitschek College (JKC) is located at south quarter in the
town centre of Brasilia, District Federal. Four hundred and fifty students
attend JKC for their 3 years of secondary education. JKC is an inclusive
school catering also for visually impaired students. According to ENEM,
students are mostly of high socio-economic strata living in Brasilia and its
suburbs. Results show grade point averages are higher than the norm in all
evaluated fields. Students who concluded their secondary education at JKC
enter university. The staff consists of one principal, one deputy principal,
two supervisors, four coordinators and three pedagogic advisors. Dropout
rates and outcomes in maths, physics and chemistry are a concern.

In each school the strategic foundations are characterised by an
administrative focus on a strong adherence to school values, shared mis-
sion and a culture of all-round education.

The two schools present clear guidelines regarding school objectives
and learning outcomes to be achieved. These determine decision-making
processes but are limited by funding constraints. Differences are observed
regarding the focus on student achievement. The principal of ATSS
declared that the school’s objective is the all-round education of the
students; nevertheless, there is a large panel at the entrance with a list of
successful students and the universities they have entered. Meanwhile, the
principal of JKC clearly states a focus on preparing students for admission
into higher education courses which is more difficult for students from
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basic public schools. Both demonstrate commitment to student welfare
and secondary school completion.

Mission statements, beliefs and values guide planning and day-to-day
activities. Both schools identify student profiles and develop strategies to
increase engagement with ongoing learning.

Our focus is the welfare and educational background given to the student.
(ATSS P)

(Our focus) is to include students and prepare them to the university
entrance exams. (ATSS T2)

Almost 98 % of students aspire for higher education. So we concentrate a
lot in obtaining results for ENEM and PAS exams, but do not leave aside
values and discipline in the day-to-day school routine. (JKC P)

The School aims to educate citizens . . .Teachers are always concerned in
directing students to the universities. (JKC T2)

Cohesive community is characterised by the engagement of teachers and
students with the pedagogical and cultural activities of the school and a
positive relationship between the different segments of the school.

In both schools the principals spoke about the cultural diversity and the
importance in promoting activities with the objective of enhancing stu-
dent well-being. A positive relationship with the teachers is considered
very important. This is based on trust and dialogue.

Relationship between teachers and direction must be built. Today we live a
good relationship of trust with the teachers . . .You must listen to the teachers
and convince them of the importance of building a vision of school. (ATSS P)

The two schools are considered by the community as above average in the
public system of the town and attract students from various locations. This
choice shows the acknowledgement and confidence of families in how the
schools are run. Nevertheless both principals pointed out the lack of
participation by parents in meetings and school activities. Mostly, parents
only come to school after receiving a communication to do so. The
principal of ATSS stresses that parents are present to receive students’
scores and grades at the beginning of the school year as well as in the first
year but afterwards the frequency of their involvement declines. The low
involvement of families in secondary public schools has been observed in
other studies (Moreira and Aires 2015).
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JKC is located in the town centre and student families do not live in the
neighbourhood. As a consequence parent participation is low . . . parents
respond when called individually. (JKC P)

Parents are present at meetings during the 1st year, then their frequency
declines . . . the school calls the parents as any problem comes up, this is
important to them and increases confidence in our work. (ATSS P)

Generative resource design is characterised by the emphasis on pedago-
gic objectives and the participation of representatives of different sectors of
the school in the decision making process.

As established by Brazilian legislation, both schools are maintained by
public funds administrated by the Secretary of Education of the Federal
District. In both cases, school leaders manage the school space, the
material, technological and financial resources according to school char-
acteristics and the need to raise quality according to the school’s pedago-
gical plan.

Management of resources is done in partnership with school com-
munity representatives in adherence to specific criteria. The School
Council—constituted by the principal, teachers, students, parents and
school personnel—contribute to decisions about allocating funds.
However, problems persist in areas where resources are not sufficient
and school autonomy is limited.

Financial and administrative resources are intended exclusively for the ped-
agogical area and development of extra-curricular projects. . . . (JKC P)

We’re missing some resources such as the update of the library. (JKC T1)
We concentrate our available resources for the development of the

pedagogical activities and we receive financial resources from the
national program for innovative secondary education to apply in extra-
curricular projects . . . but last year we did not received these resources.
(ATSS P)

In general resources are scarce due to low public investment in schools.
(ATSS T1)

In both schools schoolwide pedagogical development and deepening is
characterised by innovative projects aimed at developing creativity and
improved schools outcomes.

The curriculum developed by both schools follows National Curricular
Directives for Secondary Education (DCNEM). Core subjects are lan-
guages, maths, human and natural sciences. Schools also follow guidelines
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from the ‘Curriculum in Motion’ materials set by the Secretary of
Education of the Federal District, but they have autonomy to develop
their own projects regarding the contents of the disciplines. Therein lies
the key to pedagogic innovation in the school. Pedagogic activities are
systematically planned for and evaluated during professional conversations
by teachers working in discipline areas or areas of concern.

Broader involvement with community and partnerships with universi-
ties and other institutions are aimed at developing projects that enhance
student success. Beyond those projects both schools promote a series of
thematic workshops aimed at improving specific student abilities. These
initiatives stimulate pedagogical innovation in an attempt to reduce drop-
out rates and raise the quality of learning.

The development of projects contributes to the exchange of information
and experience and shows students that knowledge should be learned in an
interdisciplinary way. (JKC T1)

Workshops are carried out . . . and have an impact on performance and to
make the student like school. (ATSS P)

Improvements have occurred in the performance of students with the
methodology of the curriculum in motion. (ATSS T1)

Holistic professional learning is characterised by democratic manage-
ment, the sharing of knowledge and experiences, and the constitution of
shared leadership in the school context.

Both schools are going through a process of democratic management
that includes a wide range of members developing the capacity for ‘atten-
tive listening’, participation and responsibility contributing to the estab-
lishment of shared leadership. Both schools systematically organise
meetings to discuss pedagogic planning. Shared understandings are devel-
oped showing that an important part of a teacher’s knowledge is relational
and tacit, whilst another is acquired and developed during professional
activity and the sharing of experiences. Learning and sharing processes
tend to consolidate into a ‘shared know how’ that enhances the distrib-
uted leadership culture across each school.

During the gatherings to discuss school planning, all personnel participate,
including cleaning and surveillance people, so that they all feel responsible
for the student’s formation. (JKC P)
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We joined forces, experiences and knowledge to improve the process of
teaching and learning. (JKC T2)

Teachers are encouraged to use external coordination in order to do
further training courses or other educational entities. (ATSS P)

The projects focused in interdisciplinarity and transdisciplinarity learning
and assist teachers professionally. (ATSS T1)

MALTESE SNAPSHOT

The Maltese education system has three main sectors—a State-run system
catering for around 60 % of the student population, a Roman Catholic
Church school sector catering for just over 30 % and an independent fee-
paying sector catering for around 6 % of the student population. Recently
co-educational schools have started to be established but the majority
remain as single sex schools. Current reforms are seeing the Catholic
school sector increasing its population as a number of schools have started
catering for both primary and secondary students. Education is compul-
sory for children aged 5–16 but with the majority of children in the 3–5
bracket attending kindergartens across the three sectors. All secondary
schools follow programmes leading to national and international examina-
tions leading to higher education.

Maltese schools must follow a National Curriculum prescribed by the
education authorities. The country is bilingual with most schools teaching
subject areas in Maltese and English. Malta took part in the 2009+ PISA
and achieved mean scores in reading, mathematics and science results are
lower than both the EU and OECD averages. Of major concern is the gap
that exists between the lowest and highest achievers. Given a drive to
devolve greater responsibilities to school sites, schools have been encour-
aged to develop School Development Plans which bring staff and com-
munity members together to identify and address school needs. Each plan
highlights the vision, aims and targets that schools are addressing at a
given period of time. It is meant to be a living document—‘celebrating
what we stand for’—as one principal put it.

MALTESE CASE STUDIES

Malta is a small island state and yet social and economic differences exist in
particular regions and the social fabric influences student achievement.
This is further exacerbated by increasing levels of diversity as the migrant
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population increases. Regardless of context-specific differences the two
case-study schools have similar characteristics. One school caters for girls
in the northern region of the island and the other for boys in central Malta.

Westbrown Secondary School (WSS) is a single-sex girls’ school. The
leadership structure consists of one principal, two deputy principals and
three heads of department. This is officially recognised as the School
Management Team (SMT). The college attracts students from towns
and villages in the northern part of the island. The student cohort comes
from families of average to above average economic status. It caters for
520 students aged between 13 and 15 years. The majority of children hail
from Maltese-speaking parents, although there is a growing population of
foreign students, currently making up 16 % of the school population and
coming from 20 different nationalities. There is an emphasis on creating
and maintaining a safe and welcoming environment for all, supporting
children whatever their needs and celebrating and rewarding all forms of
achievement.

St Clementine (SC) is a secondary school for boys in the central part
of the island. The student population comprises approximately 1,200
students between the ages of 11 and 16. The SMT consists of one
principal, five deputy principals and four heads of department.
Demographically, the school population sits within the average to
slightly above average socio-economic index range. There are strong
links between the primary and secondary schools within the network
and teachers speak highly of their students. Structures are in place to
make students feel safe and proud to belong to this school. Similar to
WSS, the priority is to celebrate and reward students who make that extra
effort to obtain better results. They also support students whose social
and economic milieu may preclude them from having a pleasant and
profitable school experience.

In both schools strategic foundations are characterised by a strong
emphasis on a shared set of values that underlie a shared vision, one
directed towards providing a holistic education to all children. Both
schools share a drive to provide ‘educational experiences’ that help
develop the skills and values needed to live an engaging life in local
communities that are becoming progressively more multi-faith and
multi-ethnic.

Social developments, together with a drive to engage a more participa-
tive approach to decision making, show a commitment to greater involve-
ment by teachers through various forms of collaboration.
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The school management team makes it a point to meet and engage with
teachers on a regular basis encouraging them to take on responsibilities.
(WSS P)

We have introduced a system where more experienced teachers help out
newly-qualified teachers through a mentoring scheme. (SC T1)

One principal noted that ‘we need to work more to adequately reach out
to the community’ (SC P) emphasising that whilst the principle of net-
working and community outreach are within the school policy this is still
deemed as a challenge.

Each school shows evidence of a cohesive community, one charac-
terised by a positive relationship between the different school members
and the development of external partnerships.

Lines of communication between teachers include email contact and
weekly staff meetings. The members of the SMT are involved in depart-
mental meetings. Student voice is evident through the active role that the
student council plays and they also contribute towards the type of extra-
curricular activities offered.

Both schools do their utmost to support diverse student needs. The
SMT celebrate good practices through personal conversation and notes of
thanks. Some respondents noted that whilst a number of teachers state
that they assume responsibility for individual students by providing them
with time to address their needs, whether academic or personal, others
were less explicit but still did so in practice, emphasising the altruistic
nature of educators.

As time goes by I am realising that students need to see the person in us
rather than the teacher only interested in teaching his or her subject. I make
it a point to show and give them time to come to me and talk about their
needs . . .This does not come easy and at times is quite draining. (WSS T2)

Both schools recently established a partnership with the Faculty of
Education within the University of Malta to support a mentoring scheme
for teachers in the Initial Teacher Education stage. This is a new initiative
and the intent is to see a strong relationship established between school
members and faculty staff as they explore and engage in different
initiatives.

In a context that is based on a college network system generative
resource design sees a collective effort by the two principals who work

184 L.-A. ABAWI ET AL.



within a system that sees needs identified, discussed and decisions taken
collectively.

Information is shared, disseminated and discussed with central autho-
rities who then provide the human and physical resources needed. These
requests are linked to national priorities, college and school development
plans.

As established by Maltese legislation both schools are maintained
through public funds. All structural costs are covered by central authorities
with schools being provided with maintenance funds to address running
costs. Both central authorities and the school authorities through different
bodies can generate funds or allocate funds to address particular needs as
stipulated by the SDPs.

Even in a context inundated with reform and with teachers experien-
cing reform fatigue, both principals noted that teachers do their utmost to
reflect and improve their practice.

Through our SMT meetings we are always asking questions such as ‘how are
we doing?’, ‘how can we improve our practices?’. We are also engaging other
educators to help us reflect on the way we do things around here. (SC P)

Both schools illustrate some form of schoolwide pedagogical develop-
ment and deepening with documents expressing this as a priority area to
enhance student achievement.

St Clementine staff spoke of the need to address issues of inclusion as
more and more students were identified as facing learning difficulties
leading to teachers facing doubts about their ability to support all
students.

The number of students identified as facing learning difficulties is on the
increase. I often feel so helpless not knowing what to do next, how to go
about addressing particular needs. (SC T3)

Both principals noted that reflection sessions take the form of departmen-
tal meetings headed by heads of department. Specific discourse also
focuses on national data provided by the assessment unit where student
achievement is measured against national benchmarks.

Holistic professional learning is recognised by both schools as a
pivotal component to enhance teacher knowledge and skills and improve
student learning.
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Both principals spoke of the collegial learning processes that are in place
to ensure that ‘teachers share and discuss their practice’. This takes place
with strong adherence to the schools’ vision and as agreed upon by staff.
Both mentioned mentoring schemes that support newly qualified teachers
(NQTs), and the seeking of help or assistance from both internal and
external educators.

One principal noted a mentoring process that created a possibility for
educators to enter into a dialogic communication with a more experienced
mentor. In fact one of the teachers noted that:

I have learnt to share things that haveworked formewithmy colleagues . . .when
we find something that works we share it together . . . (WSS T2)

Another spoke of the sense of empowerment felt as the school principal
allowed them to share their initiatives.

SPOTLIGHTS

It is important to acknowledge the differences of policies, practices, school
management, funding regimes and stages of secondary education in the
three countries. Further investigations also need to be carried out, espe-
cially in schools that fall below the mean socio-economic index (as by
chance only one school fell into this category). Nonetheless, these
Australian, Brazilian and Maltese snapshots reveal significant themes
related to leadership in high-achieving contexts (see Table 8.1). The
intent is not to generalise but to highlight key observations, views and
opinions shared by staff from six schools in three different countries.

In each of the schools within this study, focus was placed upon meeting
diverse student needs through extra-curricular activities, establishing quality
relationships between teachers and students, and seeking partnerships beyond
school boundaries. Parental engagement was generally difficult to obtain.
Partnerships with universities were either developed or being developed in
all contexts. All examples reveal the importance of the school leader not
working alone but being open to exchange and dialogue with diverse ‘others’.

Defining students’ needs and interests was a priority and achieved through
collaborative processes involving data collection and collegial discussions
between principals, teachers and coordinators. Leaders created clear connec-
tions to shared understandings and shared vision. They articulated the
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importance of ongoing professional conversations and commitment to dis-
tributed leadership. Although actioned a little differently according to context,
mechanisms were in place to promote leadership with distributed leadership
concepts embedded horizontally and vertically (Torrance and Humes 2015).

From this study implications arise regarding the concept of alignment
according to the five dimensions of the RBF.We believe that the data situated
within the ‘holistic professional learning’ domain is a key indicator of how
alignment might be attained andmaintained in schools. Brazilian andMaltese
school leaders appeared to have less financial autonomy in this area than
Australian school leaders, but regardless of differences or limitations all school
leaders used what was available to mobilise pedagogical improvement.

Table 8.1 Prominent themes within the domains of the RBF

Strategic
foundations

Cohesive
community

SWP
development
and deepening

Generative
resource design

Holistic
professional
learning

Leaders connect
vision to
practice

Parental
engagement
difficult

Shared sense of
direction

Overall funding
is governed by
the government
body

Professional
conversations

Clear direction
distributed
leadership
structure

University
partnerships

Shared
understandings
and
expectations

Australian
schools have a
little more
autonomy in
the prioritising
of funding—
particularly in
the
independent
system

Teachers are
constantly
seeking new
ways to
improve
student
engagement
and outcomes

Student-centred
decision making

Celebrating
and catering
for diversity

Collaborative
data collection
and
interpretation

Resourcing
according to
student need

Regular
discussions
between
leaders and
teachers

Leaders make
clear efforts to
have open
communication
channels

Broader
community
relationships

Identifying
students
interests—
extra-curricular
options

Opportunities
to learn from
colleagues were
valued
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Regardless of the challenges, leaders consciously built distributed lea-
dership capacity and created an environment that enabled the sharing and
building of pedagogical knowledge at all levels of the school community,
thus establishing a culture that enhances student achievement.

CONCLUSIONS AND RECOMMENDATIONS

When looking across the ‘snapshot’ cases presented it should be immedi-
ately apparent that all the principals are highly capable leaders, having
common ideals that embrace the needs of students. They have set and
maintained a sense of common purpose which sees them working with
and through people to accomplish goals that help to improve the life
chances of students. Each principal, in her/his own way within their respec-
tive community, strives to establish strong networks which allow people to
come together. The networks are not only vertical and horizontal within
each respective school but extend to other stakeholders, such as universities.

We particularly like the phrase used of developing ‘safe spaces and
places’ for people to grow and develop. We see a leadership style directed
at the creation of engaging learning experiences for students and teachers
alike. A lot of energy went into applying systems thinking to the task of
developing distinctive, enabling structures that would promote personal,
interpersonal and organisational learning throughout the schools.
Principals encouraged personal and collective learning through the sharing
of information, valuing differences, raising awareness of the school’s big
picture and enabling all to see and take responsibility for the consequences
of professional actions and preferences.

Another interesting point that emerged is that principals placed a lot of
effort in creating enabling management structures. Decision making and
planning occurred across levels and teachers were brought together to
address issues that they themselves identified and wanted to be directly
involved in tackling. The opportunities for reflection promoted dialogue
and encouraged critical conversations. Such discourse meant that teachers
gained a sense of what Holden describes as ‘a personal sense of personal
agency, empowerment from this conscious and deliberate interaction with
the culture of the school’ (2002, p. 12).

These snapshots confirm previous findings that successful improvement
depends on transformational leadership, one based on a clear and unifying
vision, an emphasis on learning, a commitment to teamwork and time for
reflection. To some extent they also show that whether working in
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decentralised systems (Australia and Brazil) or centralised ones (Malta), in
contexts that are data-driven and focused on academic results/achieve-
ment, the schools that make a difference are those that utilise distributed
leadership practices focused not only on academic issues but which also
address the affective domain. Rather than merely following prescription or
the dictates of central authorities, quality change and quality improvement
depends on the inner potential of school staff—on the ‘heads, hands and
hearts’ of educators who work in schools (Sirotnik and Clark 1988,
p. 660). The responses from principals and teachers show that relation-
ships are the key to improvement. Hard work, sacrifice and commitment
lead to enhanced student engagement in learning and their potential for
growth and development.

From these findings a number of recommendations can be articulated
that could help in the way we look at the impact of leaders and leadership
on school improvement, and the way that leaders and aspiring leaders can
look at the way they relate with their roles and responsibilities.

Creating a safe and inviting environment requires that principals model
good practices – that they are seen to be focusing their energies for staff
and students alike. All principals, in whichever context they may be in, can
reflect on their own beliefs and practices. We are not presented with
rhetorical flourishes aimed merely at acknowledging policies; instead
there is evidence of commitment to deeply held beliefs leading to the
creation of safe, welcoming environments.

Recommendation 1 is for principals and aspiring principals to look into the
way they articulate beliefs in everyday practice – to see what they do to engage
staff and nurture collective responsibility. The Research Based Framework
helps us to appreciate that the principals made strong strides to establish the
appropriate strategic foundations that nurture communities of good practice
through the focus on a holistic professional learning. These in turn are central
to the way staff engage with curriculum and pedagogical matters.

Another point that leads to the next recommendation can be articu-
lated through a series of questions. What skills are needed by school
principals to take our schools forward? What is expected of school leaders
today? Such questions can easily be answered through existing policy
documents – through an analysis of what is being presented in each
respective country. The challenge is to know how principals use these
skills in practice – what is behind the principles and beliefs they uphold.

Recommendation 2 is that aspiring principals be provided with oppor-
tunities to observe and be mentored into the leadership role. Whilst there

8 LEADERSHIP FOR THE ATTAINMENT OF IMPROVED SCHOOL OUTCOMES: . . . 189

www.ebook3000.com

http://www.ebook3000.org


is a lot of understanding of the core skills school leaders need to contribute
to the improvement of student learning we know less about how such
individuals acquire the practical application of these skills. District/state or
national authorities need to develop school leader preparation pro-
grammes which include the possibility of mentoring partnerships or,
even better, internship placements in different types of schools and set-
tings. Ideally, such placements should be in schools with leaders who have
a proven record of success in improving student learning. Mentoring
could also take the shape of giving recently retired successful school
leaders the opportunity to visit and consult with schools.

Another issue worth pursuing is to explore the concept of altruism. In a
context often determined by central authorities with schools having to
follow the dictum of the state, it is extremely comforting and encouraging
to see how teachers and school leaders are willing to go that extra mile, to
give of themselves so that goals are reached, that collaborative practices are
introduced.

The study shows the need for further research in this area. How far are
schools conditioned by the roles and responsibilities assigned to them? Of
what benefit are external partnerships? How willing are we to challenge
the status quo, the prescription of the authorities? Answers to these ques-
tions are essential if we are to fully understand what teachers and leaders
do to achieve student-centred goals which brings us to our final recom-
mendation—Recommendation 3. Readers should engage with the
responses within each of the framework domains. How do the varied
responses impinge on your own beliefs and how do these translate into
practice in your context?

This study has merely scratched the surface of the complex and demand-
ing world that educators inhabit. However, the framework does allow us to
reflect on how different elements come together therefore allowing us to
better understand what school leaders do, and can do, to make a difference.
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INTRODUCTION

Encouraging promising novice teachers in the public school system to
become leaders is an issue of international interest, because statistics have
revealed that the highest rate of teacher attrition occurs within the first 5
years of professional service (Alliance for Excellent Education 2005;
Cooper and Alvarado 2006; Harfitt 2015; Ingersoll 2001). Awareness
and understanding of novice teachers’ needs is essential to understand
their high rate of early attrition. Harfitt argued that the problem of
retaining beginning teachers, particularly in the first 2–5 years following
graduation, is a worldwide phenomenon.

Recent educational literature has stated that it is a challenging time to be a
teacher in the public school system (Stone 2015). Western countries, in
particular, reveal an international trend of frustration in the education system
in that sufficient numbers of teachers are trained to teach, but many novice
teachers leave the field within the first few years (Cooper and Alvarado 2006;
Harfitt 2015). Research evidence has shown that teacher effectiveness spikes
sharply after the first 3–5 years in the profession, but teachers commonly exit
the profession prior to attaining this level of expertise (Kain and Singleton
1996; Worthy 2005). The Organization for Economic Co-Operation and
Development ([OECD] 2009) emphasized the global importance of novice-
teacher attrition rates and the reasons for these high rates: 29 % of teachers
work in schools without a formal induction process for novice teachers, and
25% work in schools without a mentoring programme for novice teachers.

The main challenges that novice teachers face are increasing with the
complexity of teachers’ work environment (Alberta Teachers’ Association
(n.d.); LeMaistre and Pare 2010). The OECD (2005) described this challen-
ging situation as remarkably similar across countries. Encouraging promising
novice teachers to become leaders is an issue of international interest because
many leave the profession within their first 3 years of teaching (Lovett 2011).
They need to feel prepared, empowered, supported and committed to build-
ing a professional learning environment for their students and their school.
Bureaucracies and centralized educational systems that fail to support effective
performance and career progression in spite of the increasing demands for
teachers to teach and lead in their classrooms can hinder teaching careers
(Zembylas and Papanastasiou 2006) despite very different social, economic
and educational structures and traditions (OECD 2005). For example, the
shift in societal expectations for teachers and schools to meet the needs of
more racially, culturally and linguistically diverse students places demands and
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stresses on teachers and prevents them from doing their jobs effectively
(Gernin-Lajoie 2008).

Novice teachers are often frustrated when they enter their classrooms
because of their lack of comprehensive preparedness for the complex issues
in classrooms (Stone 2015). The work of Darling-Hammond and Bransford
(2005) and Hargreaves (2003) also pointed to the lack of understanding of
teachers’ specific roles and responsibilities in preparing and educating students
for equitable participation in a democratic society.Contrary to the information
in the literature,Wagner (2008) contended that highly skilled teacherswho are
prepared and whom the system supports influence educational outcomes.
Novice teachers consistently face praxis shock, which is the trial-and-error
mode of coping with the realities of the classroom for which their university
training and internship have not sufficiently prepared them (Goddard and
Foster 2001; Whalen 2010). Teachers experience stress because they feel
undersupported in their efforts to adjust their practice to meet the demands
of rigorous standards and new assessments, in addition to having to incorpo-
rate technology to meet individual student needs (Stone 2015). When novice
teachers feel vexed and pressured because they have inadequate time or sup-
port, they begin to doubt themselves and lack confidence, which can lead to
teacher burnout over time (Stone 2015). It is imperative that novice teachers
have the time and opportunity to network with colleagues, reflect on the
difficulties that they face in leading students and develop strategies to
strengthen their classroom management skills (Jones 2012). The evidence in
the literature strongly supports novice-teacher mentorship as a nurturing and
caring practice in which mentor and mentee form a professional and personal
relationship whilst adhering to the professional code of ethics to foster under-
standing, self-confidence and trust, which are foundational to successful lea-
dership development (Alberta Teacher’s Association (n.d.); Ralph andWalker
2011;Robertson 2008;Robertson andTimperly 2013). Evenwhen situations
and circumstances present opportunities for novice teachers to lead, they are
hesitant to see themselves as leaders in their school environment and district
(Pucella 2014).

The purpose of this phenomenological studywas to investigate anduncover
the needs of novice teachers that their colleagues must meet to enable them to
sustain their leadership in their classrooms and schools. Through the lens of
constructivism, the focus of the study was on the experiences and perspectives
of novice teachers within the first 3 years of their professional practice. The
focal point of their lived experiences was the needs that they require their
teacher colleagues to meet. Before delving into the study, we believed that it
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was essential to become familiar with the education system and teacher educa-
tion programming in each of the four countries (Brazil, Canada, Pakistan and
South Africa) included in this research.We hoped that, by providing informed
research data and articulating and amplifying novice teachers’ needs through
their stories, the differing global perspectives would illuminate the perception
of the silence surrounding novice teachers.

EDUCATION IN BRAZIL, CANADA, PAKISTAN AND SOUTH AFRICA

For the most part, the four countries’ respective local/county, state/
provincial, or federal governments oversee education. Even though none
of the participating countries have a central federal education office, the
foundation of learning stems from a specific constitution. This body of
fundamental principles in each country’s constitution guarantees the right
of education to the general population. We categorized the education
system in the four countries in general terms such as primary education,
secondary education and vocational/postsecondary.

National-government education policies in Brazil, Canada, Pakistan
and South Africa are concerned with preparing citizens who can engage
with their respective communities to improve the local economy and
participate in a global market. Economic and social transformations help
teachers and students to acquire extensive knowledge of their own culture,
along with the necessary skills and dispositions to engage with citizens
within their own communities and globally, in many different cultures and
countries. We reviewed teacher training programmes from a global per-
spective and came to the consensus that the common theme is the amal-
gamation of rapid social changes with the heightened expectations of
teachers to be prepared for the diverse challenges of teaching. It is evident
that all four countries strive to ensure quality education for all students
regardless of economic background and that each nation has its own
unique practices. The stages of the education systems and country mod-
ules differ in Brazil, Canada, Pakistan and South Africa, along with their
learning policies, which can vary within the same jurisdiction.

Brazil

The general student population must progress through two tiers to be pre-
pared to take their places within a business-oriented society. The first tier,
basic education, is comprised of early childhood, which lasts 5 years; elemen-
tary and lower secondary education, which lasts 9 years; and upper secondary
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education (high school), which lasts 3 more years and prepares students for
entrance exams for private or public universities. Students then advance to
higher education, which is the second tier. During these two levels of Brazilian
education, a series of additional options are blended with students’ learning
activities: (1) education of young people and adults, (2) special education,
(3) technical-vocational education and (4) Indigenous education.

The government financially supports public universities. Specifically,
teacher education policies are the responsibility of all levels of government.
Because programmes are frequently offered to teachers to allow them to
update their skills, the National Council of Education is responsible for the
elaboration of the national curriculum at all levels and for all modalities of
courses offered in Brazil. Many students and teachers live a great distance
frommajor universities, so the government established a distance-education
programme at the Open University of Brazil. It focuses on distance learning
as the best means of providing opportunities to those who would not
otherwise have access to education in their own communities.

Canada

In Canada, students progress through two levels of education: public
elementary (6–8 years) and secondary public (4–6 years). Upon success-
fully completing their secondary education, students can choose to enrol
in postsecondary education. Canadian students are obliged to attend both
primary and secondary schooling. Legally, Canadian students cannot drop
out of school until Grade 10. Learners in primary education take general-
ized courses that are mandatory for all students. In the secondary-school
education system students choose electives in addition to the compulsory
or core courses such as English, mathematics, science and social studies.
Canadian students begin to specialize or stream according to interest to
pursue further study or training in the trades in postsecondary institutions
that prepare them for the job market.

Education is a constitutional responsibility of the individual provinces. All
major Canadian universities are now publicly funded but maintain institu-
tional autonomy and the ability to make decisions on admission, tuition and
governance. Specifically, in Canada the 4-year bachelor of education degree
has two main routes, the elementary and the secondary stream, but within
each are specific speciality levels. Elementary school is comprised of primary,
junior and intermediate grade levels, whilst secondary school is comprised of
junior and senior grade levels.Many higher education institutions specifically
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offer Aboriginal/First Nations teacher training, Aboriginal education assis-
tant and Aboriginal special-needs educator preparation/certification pro-
grammes. In addition, the jurisdictions have different models of teacher
education programmes that ‘are affected by curricula and pedagogies,
recruitment and support programs for teacher contenders along with areas
of expertise of university professors’ (Van Nuland 2011, p. 410).

Pakistan

Even though Pakistan’s education system focuses strongly on primary
education, it is compulsory for students to attend both primary and middle
education. In Pakistan’s two-tier education system, learners must progress
through layers that consist of preprimary; primary, which is 5 years in
duration; middle elementary, which takes 3 years; secondary/trade voca-
tional, which takes 2 years; and higher secondary, which is 2 years in
duration. This multiple education system consists of multiple languages
of instruction, multiple curricula, multiple examination systems, multiple
scoring systems and multiple admission systems.

Pakistan reviewed its National Education Policy with regard to the
development of teacher education to create an effective mechanism to
accredit teacher education institutions and programmes. At the elemen-
tary level of education, teachers require a bachelor of education; whereas
at the secondary and higher secondary levels, by 2018 teachers will require
a master’s degree as well as a bachelor of education degree. The National
Professional Standards for Teachers in Pakistan, with the assistance of the
United States of America for International Development, initiated the
Strengthening Teachers Education in Pakistan project to ensure high-
quality trained teachers.

South Africa

All South Africans have the right to a basic education. Even though this
country has traditional primary (Grades 1–7) and secondary (Grades
8–12) education, the system consists of two broad bands of education:
General Education and Training (GET) and Further Education and
Training (FET). GET, or basic education, is further divided into three
phases of schooling and takes approximately 10 years of training. FET,
from Grades 10 to 12, includes career-oriented education and training
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that other FET institutions such as technical, community and private
colleges offer.

The National Policy Framework for Teacher Education and
Development was designed to develop a teaching profession that would
meet the needs of the people of South Africa. This country has a 4-year
bachelor of education programme in which graduate teachers will be
qualified to teach in either primary or secondary schools. To qualify as
teachers, graduates who hold a 3-year non-education bachelor’s degree
must work towards a 1-year initial teacher qualification postgraduate
certificate in education (PGCE). In addition, programmes are offered to
upgrade unqualified teachers and reskill those who want to assume special
roles such as leadership. Special government funding allows access to
teacher education, particularly for students from disadvantaged back-
grounds. The beneficiaries of such grants are placed in schools with posi-
tions for which they qualify. Because of the challenge of retaining graduate
teachers within the teaching profession, a programme of induction for
beginning teachers is offered to motivate newly graduated teachers to stay
in their chosen profession.

The information that we gained in this research study clearly indicates
that the novice teacher participants lacked formal induction or mentorship
programming, which leads us to believe that transferring theory to practice
is not reducing the new-teacher attrition rate globally. If the intent of
school systems is to facilitate the transition from preservice programming
to in-service professionalism and leadership capacity building, mentorship
is not evident in the individual countries, let alone globally.

NOVICE TEACHERS’ PROGRESS TOWARDS TEACHER LEADERSHIP

The literature emphasized the need to cultivate teacher leadership early in
a teacher’s career (Barth 2001; Darling-Hammond and Bransford 2005;
Katzenmeyer and Moller 2009). According to Katzenmeyer and Moller,
teacher leaders can provide leadership support in three ways: leadership of
students or other teachers as facilitators, coaches, mentors, trainers, or
curriculum specialists; leadership in school study groups; and leadership of
operative tasks by serving on goal- and service-oriented committees or in
decision-making processes as members of school improvement teams. In
short, novice teachers gain leadership expertise by observing and learning
from their colleagues. Furthermore, classroom teachers are taking on
more leadership roles and activities within their institutes, school districts
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and communities (Kutz 2009). However, the perspective that despite the
increasing opportunities for novice teachers to lead, they are hesitant to
see themselves as leaders (Pucella 2014) challenges the previous statement
that novice teachers are becoming more involved in leadership positions in
their school communities.

Pedagogy, Content and Knowledge

As graduates of colleges of education, novice teachers bring with them
new ideas to improve student learning. During their first 3 years, novice
teachers struggle with knowing what to teach, determining the resources
that they must use to teach, finishing certain materials quickly, engaging
different types of learners and preparing students for high-stake tests
(Jones 2012). At the same time, novice teachers must build relationships
with colleagues, learn the administrative task of grading and learn how to
purchase resources through the school, all with the knowledge that their
teaching evaluations are fast approaching (Alberta Teachers’ Association
n.d.; Jones 2012). Novice teachers also face the task of integrating con-
tent, pedagogy and knowledge into the contextual arena of their instruc-
tional material according to the Alberta Teachers’ Association’s (n.d.)
Mentoring Beginning Teachers: Program Handbook. Pedagogical content
knowledge (PCK) is a form of knowledge that contributes to teachers’
success in supporting student learning, based on the work of Shulman
(1986), who explained that PCK involves both ‘the ways of representing
and formulating the subject that make it comprehensible to others’ in
addition to ‘an understanding of what makes the learning of specific topics
easy or difficult’ (p. 9). This concept is best interpreted in a Venn diagram
(Fig. 9.1).

The first circle of the Venn diagram in Fig. 9.1, labelled content, refers
to the subject material that is being taught (Koehler and Mishra 2008).
The second circle, pedagogy, refers to the methods or techniques that the
teacher uses in the classroom, along with the strategies to assess students’
understanding. The third circle, knowledge, is the ability of an individual to
accomplish a variety of tasks and develop different ways to accomplish a
given task. At the point at which all three circles intersect emerges the
concept of PCK, which is the interaction of content, pedagogy and knowl-
edge in the framework with relevant classroom ideas and strategies. Each
component—content, pedagogy and knowledge—must be included in a
given contextual framework to integrate new data in the classroom.
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PCK prompts a novice teacher to ask, ‘How can I combine content,
knowledge and pedagogy to become an effective teacher?’ This framework
of learning, knowledge and pedagogy characterizes the knowledge upon
which novice teachers draw (Darling-Hammond and Bransford 2005).
Furthermore, novice teachers who become teacher leaders demonstrate
the interdependence of knowledge, pedagogy and content, which results
in transferrable knowledge that will fit any teaching environment, to make
learning relevant to their students.

Teacher Leadership: The REACH Model

Merideth (2007) identified five characteristics that exemplify teacher leader-
ship: risk taking, effectiveness, autonomy, collegiality and honour. Teachers
who wish to lead thrive on challenges and pursue professional growth to
increase student achievement (Merideth 2007). This concept is related to
personal efficacy, which is teachers’ evaluation of their teaching capabilities.
To be effective, they need to grow intellectually with the assistance of relevant
professional workshops to acquire content and sustain the professional exper-
tise that will help them to lead their students and colleagues in the school.
However, teachers must work not only with the mind, but also with the
heart, which is the passion that defines their reality (Merideth 2007).

Teachers who are autonomous will display initiative, independent
thought and responsibility when they acquire knowledge to improve the
learning experience of their students. In turn, they must have a commu-
nity that respects them as contributing professionals (Alberta Teachers’
Association n.d.; Merideth 2007).

Content
(C)

Pedagogy
(P)

Knowledge
(K)

Pedagogical
Content
Knowledge
(PCK)

Fig. 9.1 Shulman’s (1986) PCK framework and its knowledge components
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Merideth (2007) also advocated the notion that teachers must seek and
maintain collegial relationships, which require trust for professional suste-
nance, as many researchers have shown (Ralph and Walker 2011;
Robertson 2008; Robertson and Timperly 2013). Collegiality involves
‘both support and cooperation—give and take between professionals’
(p. 9), which requires that teachers work together to meet the common
goal and support the vision of student learning.

Last, teachers must convey trust and honour to their colleagues
whilst they learn to integrate content, knowledge and pedagogy.
Novice teachers need to demonstrate their willingness to attain a
common vision to ensure that their colleagues will support their goals
for student learning.

METHODOLOGY

The use of phenomenology to explore the lived or existential experiences
of novice teachers gave us a better understanding of and brought perso-
nal meaning to the novice teachers’ stories about their experiences dur-
ing their first 3 years of teaching (Van Manen 1990). Because of the
complexity of novice teachers’ role, they turn to colleagues to help them
to become successful and effective leaders of student learning in their
classrooms (Pucella 2014). The literature prompted the first research
question:

1. How do novice teachers maintain their leadership role within the
classroom?

During the first year of teaching, novice teachers must build teamwork
and collaborate with their peers and students (Caspersen and Raaen
2014). This particular fact led to the development of the second research
question:

2. How do novice teachers earn respect from their colleagues and
students?

The third research question stemmed from the evidence-based fact that
novice teachers face an adjustment period within the first 3 years of
professional practice and search for professional development workshops
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and opportunities to learn to deliver their content more effectively and
develop other classroom strategies (Fantilli and McDougall 2009).

3. How do novice teachers benefit from professional development
workshops?

The qualitative nature of the study ensured its reliability and
external validity through the triangulation of the data that we col-
lected and synthesized from the novice teacher participants’ reflec-
tions, semi-structured interviews with eight different participants and
a survey that school administrators oversaw. For the purpose of this
study, we defined novice teachers as teachers who were working
within the first 3 years of their professional practice after having
received a bachelor of education degree.

The questions that we used to guide the participants’ reflections fit an
interpretative paradigm (Patton 2002) that included their descriptions,
interpretations and explanations in their attempt to make sense of situa-
tions and experiences.

1. In what ways do novice teachers need to be supported?
1.1 In what areas of their work would novice teachers need support?
1.2 What support would novice teachers need to become effective

teachers?
2. How do novice teachers build and maintain their leadership roles in

their schools?
2.1 What activities could help novice teachers to establish their

leadership roles?
2.2 How can novice teachers maintain their developed leadership

abilities?
3. Based on your experiences during your first year of teaching, what

theme (or topic) would you suggest as mandatory for preservice
teachers?
3.1 Can you pinpoint a moment or situation when you were

teaching when a class (or a lecture/seminar) that you attended
(or heard) at the university made sense to you (the moment
when you can say, ‘Only now I understand what my
teacher said’)?

3.2 In lesson planning and classroom management, what have you
learned from your colleagues? Give examples.
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We recorded all of the participants’ reflections on the guiding questions
for a period of one month as the primary source of data. We then
conducted audiotaped semi-structured interviews after the reflective prac-
tice as a means of corroborating the participants’ reflections (Gordon
1975). The transcripts of the recordings became the secondary data
source. The interview questions were as follows:

1. In what ways did your colleagues support you in the teaching
profession?

2. How did the support you received from your colleagues assist you in
the teaching profession?

3. What leadership abilities did you develop as a result of the support
you received from your colleagues?

4. Explain how your preservice classes either effectively or ineffectively
assisted you now that you have begun to teach?

5. What would you like school administrators and policy advisers to
know about your experience during your first year of teaching?

Last, we emailed a Likert-scale survey to school administrators for distri-
bution to the participating teachers to correlate the views of the partici-
pants with those of their colleagues. The sample survey (Table 9.1)
consisted of 50 statements that we derived from the participants’ reflec-
tions and the interview data. The intent of the survey was to give their
colleagues a way to express their perceptions to enable us to correlate the
data (Bourque and Fielder 2003).

Research Ethics

The novice teacher participants were required to sign the study informa-
tion sheet and consent form. We used pseudonyms to protect the privacy
and ensure the anonymity of the participants, as well as the school leaders
and schools affiliated with the research study.

Data Analysis

Because the research was exploratory in nature, after multiple readings of
the collected data, which included reflective entries, transcripts of the
semi-structured interviews and the survey, we used content analysis to
scrutinize the data. We also developed codes as patterns emerged from the
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data and later grouped and organized them according to the novice
teachers’ needs to maintain their leadership in their classroom and insti-
tutes. This resulted in four categories that we then organized into levels of
the novice teachers’ teacher–leader developmental skills.

Methodological Challenges

The major limitation of this study was the authenticity of the data sources.
Were the novice teachers’ reflections their own views, or did they reiterate
the perspectives that they acquired in their teacher training? The partici-
pants’ insights into and perspectives on the needs of novice teachers
reflected their own country’s context. However, the novice teachers sup-
ported their reflections with explanations and contextualized them within
their particular school experience by using local anecdotes and stories.
With regard to the authenticity of the data, to prevent the novice teachers
from writing what they thought the researchers wanted them to write, we
clearly asked them to write their own views and express their own thoughts
in the reflective entries and responses to the interview questions.

Table 9.1 Novice teachers’ leadership

Colleagues’ support to assist novice teachers Definitely
agree

Agree Definitely
disagree

Not sure

12. Novice teachers acquire confidence
through colleagues’ support.

o o o o

13. Colleagues’ support create positive
work relationship.

o o o o

14. Colleagues’ support create positive
working environment.

o o o o

15. Novice teachers take the time to know
teachers.

o o o o

16. Novice teachers take the time to know
educational assistants.

o o o o

17. Novice teachers listen to their
colleagues.

o o o o

18. Novice teachers focus on curriculum. o o o o
19. Novice teachers are to be aware of

testing expectations.
o o o o

20. Novice teachers are to be aware of
importance of deadlines.

o o o o
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Descriptions of Participants

The research study involved eight full-time novice teachers who repre-
sented four different countries (Brazil, Canada, Pakistan and South Africa)
and had 3 years or less of teaching experience. As we stated previously, to
protect the participants’ privacy and ensure their anonymity, we used
pseudonyms.

One participant from Brazil, Fátima, had been a secondary public
school English-language teacher for 3 years and was currently working at
both the state and municipal levels. Fátima also tutored students who were
enrolled in distance education programming. At the time of this study, she
was not involved in any school or personal projects or research because of
her commitment to 17 groups of approximately 20 students each in a face-
to-face mode of course delivery. The second Brazilian participant, Maria,
had also been an English language teacher for the past 3 years. Maria was
currently working with 10 groups of students, with an average of 30 per
group. Apart from her regular groups, she taught a modality entitled
‘Education of Young People and Adults’ to students who could not access
or continue their studies at the appropriate age. Over the last 3 years she
had carried out projects with her students on the use of cellphones as a
pedagogical resource; they received state government awards for their
achievement.

The two Canadian participants, Anna and Zylen, had graduated from a
college of education in their own locale and were currently working in the
public school system. Anna had had 3 years of teaching experience and was
consciously integrating different hands-on approaches into student learn-
ing. She eagerly shared her teaching successes and perspective that overall
improvements in classroom teaching are urgently required. Prior to work-
ing in her current school, Anna had taught overseas, where she had quickly
learned to appreciate her students’ cultural values. This overseas experi-
ence made Anna aware that she needed to share her passion to improve
student learning through a more hands-on approach to teaching. Anna
was an advocate of learning programmes for her students in her current
role.

The second Canadian participant, Zylen, was a first-year teacher who was
actively implementing and promoting Aboriginal language studies in his
school. His school administrator as well as school administrators from
another school who are interested in his work supported his work to
promote the beauty of Aboriginal culture and language. Like Anna, Zylen
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was passionate about improving student learning by becoming involved
in the school community. At the time of the interview, Zylen had set
up a Language Warrior programme to revitalize students’ learning
and improve their oral, written and reading ability in their Aboriginal
language.

In Pakistan, the two female participants, Alina and Saba, each had 3
years of teaching experience, and were currently teaching in the public
school system. Both had acquired a master of science and a bachelor of
education degree and had passed the National Testing Services test to
become certified as primary school teachers. They have gone through one-
teacher school experiences and faced many challenges with regard to their
conveyance allowance. Both participants felt confident about their teach-
ing-learning process and had set their sights on higher positions as tea-
chers, for example, at the secondary or college level.

The participants from South Africa, Tumi and Papi, had PGCEs from
a 1-year training programme. Tumi was currently in her third year of
teaching and had the stability of having taught at her current school for
2 years. She believed that learners need to be supported in their school
work as well as in extramural activities, which had kept her engaged in
community work that involved learners from her school. This, according
to Tumi, demonstrated leadership. She collaborated with colleagues on
different ways of doing things and had gained the trust of those with
whom she worked. She was currently enrolled in a bachelor of education
(honours) degree programme to improve her teacher qualifications.

Papi was in his second year of teaching and was leading school processes
at an early stage of his career. He ascribed this to his computer skills and
acknowledged that he had learned a great deal in the meetings that he
attended in his leadership role in his school. The process further enhanced
his knowledge and computer skills.

FINDINGS

The following section includes quotations that illustrate the participants’ views
and capture the richness and complexity of their experiences as novice teachers
in becoming leaders in the classroom and school. Wherever appropriate, we
have interwoven direct participant quotations and reflective thoughts to aug-
ment and solidify the context of the data in which these teachers described
their lived experiences and their needs.
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Encouragement from Colleagues

The interview responses revealed that all of the participants felt confident
because of their colleagues’ support in their classroom teachings, strategies
and content delivery. When the novice teachers struggled, they wanted
their colleagues to listen and help them to analyse their classroom trials
and tribulations to enable them to develop strategies to overcome the
problems. Fátima explained that ‘communicating and sharing what I am
struggling with helps me analyze the problems I am facing and develop
different methods to deal with old problems we have in the public teach-
ing context.’

The novice teachers acknowledged that they needed to listen attentively
to their colleagues when they proposed alternative teaching and classroom
management strategies to help them to resolve the challenging issues.
Saba’s colleagues had offered her assistance to effectively deal with student
and classroom management. Tumi’s colleagues encouraged her to persist
in her teaching activities, and one colleague offered this advice: ‘Do not
get discouraged but persevere even when it is difficult.’ However, Zylen
emphasized that novice teachers ‘need to take the time to know staff—
teachers and educational assistant—for they already have great rapport
with students.’

Building Leadership Skills

All of the novice teacher participants appreciated the encouragement of
their colleagues to become part of a team. For example, Fátima specifi-
cally stated, ‘I noticed [that I had acquired] some abilities [that] I
thought I wouldn’t be capable of, such as coordinating events and
activities, solv[ing] problems, and guid[ing] meetings, and becom[ing]
more tolerant of different opinions.’ Papi had been asked to lead the
schoolwide integrated quality management system process and wrote a
report that was approved. Tumi’s colleagues had supported her involve-
ment in community activities in which she led learners in sports; these
activities extended to surrounding areas. Zylen implemented a new
Michif language (a combination of French and Cree languages) in the
school and had initiated the Language Warrior programme as part of the
school curriculum with the support of his administrators and other
school-district administrators. Likewise, Alina had an opportunity to
become involved in teamwork and collaboration in a division of six
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classes that focused on building and maintaining teacher leadership.
Zylen contended that novice teachers must follow experienced teachers
to decide which type of leadership roles they preferred: ‘If you sign up
with an experienced teacher, then you are able to experience how to be a
leader in one area of the school.’ Furthermore, he stated that ‘creating a
relationship with your colleagues will help novice teachers establish
leadership roles by learning how to use your strengths and guide those
around you.’

In Need of Mentors

The participants from Brazil, Canada, Pakistan and South Africa asserted
their need to partner with mentors. Their message was that novice teachers
in mathematics and English language arts classes in Canadian schools
require mentors for assistance; the South African teachers added that
they needed assistance with mathematics as well and that they had been
assigned classes in the lower grades with reasonable workloads to allow
them to gain confidence.

The evidence in the literature suggests that new teachers need to work
with other teachers towards a common goal and a vision for student
learning (Merideth 2007). However, the participants from South Africa
and Pakistan believed that novice teachers need to receive regular work-
shop training based on practical performance to learn new theories and
technologies. Similarly, Fátima reflected, ‘I cannot be in this career with-
out studying and seeking higher qualifications, so I think novice teachers
should be in training courses constantly.’ Alternatively, Saba pointed out
that the head of the school and the teachers should be involved in lesson
planning and class management in a positive manner. Novice teachers who
lack mentorship opportunities become frustrated during their first year of
teaching. Fátima clearly expressed her vexation:

The first time in a real class can be really difficult and frustrating if you cannot
achieve what you have planned. So being honest with the people you work
with can make all the difference to get help and guidance when needed.

Similarly for Saba and Alina, the experience of isolation in a one-teacher
school was a serious factor in their frustration and has the potential for
early attrition rates.
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Contemplation on Preservice Classes

All of the novice teachers considered some of their university classes
helpful in transferring their knowledge from their training to the school
classroom. The participants from Pakistan and Canada lamented the mas-
sive amount of reading on effective classroom management throughout
their teacher training programmes; yet, when they were confronted with
the situation in real life, they found the expectations in the classroom
overwhelming. The participants described real-life classroom management
as a ‘real learning experience’ for novice teachers. In addition to class-
room-management challenges, new teachers face resources issues dealing
with teaching developing resources and teaching strategies. Fátima
reported her experience:

I did not have enough time to understand how the planning and the
teaching processes work; there was not enough time to practice all the
theory I had studied. The most clear, positive aspect of those classes was
developing real, consistent teaching material by myself.

Papi also reflected on the matter: ‘From my own experience, I am able to
understand that if learners do not answer correctly, that does not mean
they will fail, so I am able to assist learners to improve.’

DISCUSSION

The commonality amongst all of the novice teacher participants from
Brazil, Canada, Pakistan and South Africa is that their more experienced
colleagues were supportive and encouraging during their first years of
teaching. This concept supports Meredith’s (2007) REACH model of
collegiality, which explains that novice teachers need professional commu-
nities that respect them as contributing professionals. The Alberta
Teachers’ Association (n.d.) also stated this principle in its Alberta
Novice Teacher Induction Handbook. When novice teachers struggle,
they seek support from their colleagues for teaching strategies to over-
come issues that impede student learning. Therefore, collaborative dialo-
gue between novice and experienced teachers results in mutually respectful
learning opportunities through personal and professional support
(Mitchell and Sackney 2005). Conversely, novice teachers must listen to
their colleagues attentively when they offer alternatives and solutions to
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improve student learning. Novice teachers must also take the time to get
to know their colleagues as experienced members who already have a
strong rapport with each other and their students.

Colleagues’ support and encouragement for novice teachers is neces-
sary in teaching teams. Katzenmeyer and Moller (2009) and Merideth
(2007) emphasized that novice teachers must work with others in the best
interests of all students rather than only ‘my students’. This form of
teamwork helps novice teachers to become leaders when they learn that
leadership is not an isolated function; rather, they lead all students and
staff within the school environment, as the participants from Brazil,
Canada, South Africa and Pakistan noted. Fátima clearly expressed the
value of teamwork:

Working with people who care about you helps us get our work well done.
So the main way my colleagues support me is being able to work together.
One great example of that in working together is developing projects. In
addition, we talk about our students, pointing out their characteristics,
behavior, strengths, and weaknesses; developing strategies to help them
improve their learning process.

The participants reflected on the notion that experienced teachers con-
sider their leadership role in supporting them as distributed leadership
(Grant and Singh 2009). Furthermore, new as they are in a school, the
administrators have already in some cases assigned novice teachers leader-
ship tasks in recognition of certain abilities. They gain confidence, and
their desire to enhance their skills further in the teaching profession
demonstrates this.

The participants from Brazil, Canada, South Africa and Pakistan
stressed that, to understand the protocol of their respective schools, they
needed to work with mentors. Even though their colleagues played a
critical role in making sense of the teaching expectations (Jones 2012),
the novice teachers from these countries wanted to become engaged in
more active forms of learning, such as lesson planning and the analysis of
student work with their mentors, rather than just sharing materials with
colleagues. The Alberta Teachers’ Association (n.d.) fully supported the
need for formal mentorship programmes rather than informal mentoring
relationships in that mentees’ growth and development is significantly
greater when they have formal mentorship. All of the novice teachers
expressed a desire to observe the lessons of experienced teachers in their
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subject field or at their grade level. In addition, all of the participants
stressed that professional development on a regular basis has strengthened
their practical teaching performance in their respective classrooms.

Even though the novice teachers expressed the need for regular
teaching workshops, they reported that their university training had
prepared them for their current classroom teaching. Unfortunately,
Zylen, Anna, Fátima and Saba were concerned about their lack of
preparation in their university preservice programming, specifically in
the area of classroom management, which made the reality of their
experience upon entering the classroom as professional teachers over-
whelming. For example, Fátima explicitly noted that she did not have
enough time to apply all of the theories that her professors had taught
her to her teaching. Overall, we determined that education systems
involve various levels of mentorship, as the participants, who repre-
sented the global perspective, revealed. Most important, we discovered
that few formal mentoring and induction programmes are available to
novice teachers to enhance their professional and personal growth and
development into future school leaders.

CONCLUSION

The findings of this study reveal the views of the eight participants as a
global perspective on the need for collaboration, support and mentorship
for novice teachers within the first 3 years of professional service. This
global perspective in this particular research study is limited to the growth
and professional development of two participants from each of the follow-
ing countries: Brazil, Canada, South Africa and Pakistan. Therefore, the
ability to generalize to other contexts might be limited.

Although this study had obvious limitations, teachers, educational
administrators, policy advisers and researchers might consider these find-
ings useful as a point of reference to improve teaching policies for novice
teachers. Thus, the topic of the needs of novice teachers requires a case-
study approach to further research. The findings of this study have the
following implications.

1. Novice teachers need support from colleagues. Although some
teachers assume that they are prepared to teach after they have
completed a teacher training programme, many do not immediately
feel that they are teachers. The normal experience appears to be trial
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and error, and eventually novice teachers will realize that they need
to turn to colleagues for assistance and support.

2. Novice teachers need mentors to help with lesson planning and famil-
iarize them with necessary administrative practices such as testing and
student-file management. In addition, they need mentors who will
encourage them to consider leadership roles in their school
communities.

3. Novice teachers need to work collaboratively as a team in their
subject areas and/or at their grade levels. Staff and school-commu-
nity engagement will also help them to gain experience in leading
others within their schools.

The key implication of this research study is the importance of novice
teacher support in professional learning communities that offer opportu-
nities for dialogue with colleagues as well as reflective practice. The result
of collaborative work with colleagues is quality educational services for
students, who ultimately benefit with achievement and success when their
teachers gain confidence and efficacy.
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CHAPTER 10

Cross-Cultural Stories of Practice
from School Leaders

Joan M. Conway, Dorothy Andrews, Leentjie van Jaarsveld,
and Cheryl Bauman

INTRODUCTION

It could be assumed that research into school leadership might be exhausted
and it is now only amatter of actually doing the job.Most educational systems
are currently advocating for the evaluation of school leaders and their leader-
ship against a set of adopted or developed principles: the Australian Institute
for Teaching and School Leadership (AITSL) Professional Standards for
Principals in Australia (AITSL 2014); the South African Standard for
Principalship (DBE 2014); and the Ontario Leadership Framework (OLF)
(OntarioMinistry of Education 2013). So the standards of expectation are set.
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Linda Darling-Hammond and others debunked the myth that princi-
pals are just born, and presented the case that they can be made (Darling-
Hammond et al. 2007). This might be a turning point for acknowledging
that school leaders experience the highs and lows of professional learning
on the job, and that a deeper awareness and understanding of their
experiences might present richer appreciation for the complexities of
school leadership across different cultures.

Of significant interest to this study is that the same research method
has been used to expose the data of school leaders from Australia, South
Africa and Canada. Albeit small samples from each of the countries, the
quality of the data is in the richness of the personal stories that have
been gained because of the generous and authentic sharing of each
participant. The three sets of data have been analysed by country with
an emphasis on exposing the emergent themes, and then brought
together to bring the findings to a heightened level of understanding
of, and empathy for, the differences and similarities of school leadership
across three countries.

BACKGROUND TO SCHOOL SYSTEMS IN THREE

DIFFERENT COUNTRIES

Australia

Australia is a federation of states and territories with funding for education
coming from both the state/territory and federal governments. A joint
Government body (Council of Australian Governments—COAG) pro-
vides a forum where State and Federal Ministers agree on areas of coop-
eration (https://www.coag.gov.au/schools_and_education). They have
established an independent statutory authority, The Australian
Curriculum, Assessment and Reporting Authority (ACARA), to develop
and coordinate but not implement structure and policy in these areas
(http://www.acara.edu.au/). Also established is AITSL (http://www.
aitsl.edu.au/), which is governed by an independent board of directors
appointed by the Federal Minister for Education and Training. This
institute has established a Professional Standards for Principals framework
(AITSL 2014), which sets out what principals are expected to know,
understand and do, and provides guidance for state and territory govern-
ments in relation to principal accountability.
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Australian schooling is offered through public and private operations.
The public systems are controlled by each state and territory government
and determine all matters of education, developing their own implemen-
tation strategy for national curriculum, system organisation and profes-
sional development. The private system consists of religious education
systems and other individual authorities with each school registered to
offer education relevant to the state in which they reside and directly
funded by the federal government, with some states providing additional
funding.

Both the public and private systems have developed their own policies
related to principal selection, professional development and appraisal pro-
cesses. Across Australia there is no common preparation requirements for
principalship; however, aspiring and established principals are encouraged
to upgrade formal education and participate in professional learning
opportunities offered by public and private education systems, AITSL
and/or professional associations. In a recent OECD report (TALIS
2014) only 27 % of Australian principals reported receiving weak leader-
ship training in their formal education. Most principals rise from the
classroom and are promoted into leadership positions, essentially learning
on the job.

The Australian schools explored in this chapter are located in the
Catholic Education system of South Australia (CESA). A typical role
description for employment would include leadership in faith and
religious education; a community leader; the one responsible for the
smooth operation of the school’s resources; and ensuring excellent
teaching and learning. Selection criteria would not include the require-
ment of formal education and training (see cesa.catholic.edu.au/work
ing-with-us/).

South Africa

The education system of South Africa consists of two national depart-
ments, namely the Department of Basic Education (DBE) (primary and
secondary schools) and the Department of Higher Education and
Training (tertiary education and vocational training). There are nine
provinces in South Africa with their own education departments that are
responsible for implementing the policies of the national department.
Provincial officials and circuit managers act on behalf of the department
(DBE 2014).
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The South African education system might be described as a mixture of
First and Third World institutions consisting of a few top functioning
schools but many dysfunctioning schools with poor teaching and learning
cultures. The education system deals with many difficulties such as vio-
lence in schools, long distances travelled by learners, learner dropout,
learner–teacher ratio, language of instruction, socioeconomic status and
poverty (Chikoko et al. 2015). Furthermore, teachers in South Africa find
it difficult to cover the curriculum due to absenteeism, unforeseen in-
service training, union and departmental meetings during school hours
and poor teacher content knowledge of subjects (Carnoy et al. 2015).

South Africa does not require compulsory training and specific qualifi-
cation for school principals. The only requirement for school principals is a
teaching qualification and teaching experience: the way to become a
principal is to ‘go through the ranks’ (teachers, head of department,
deputy principal, principal). Formal preparation is not mandatory, but
the Department of Education has established the South African National
Professional Qualification for Principals focusing on ‘providing a practical,
professional, certificated program for aspirant principals’ (DBE 2014); and
the Standard Generating Body registered the Advanced Certificate in
Education (School Management and Leadership) (ACE) for the profes-
sionalisation of school principalship with the South African Qualification
Authority. The ACE was recognised as a first step towards serving princi-
pals aspiring to become principals (Bush et al. 2011).

Canada

Education in Canada for the most part is publicly funded and is overseen
by the federal, provincial and municipal governments. In Canada, educa-
tion is under provincial jurisdiction, and all three schools in this study are
within the Province of Ontario. It is the Ministry of Education of the
Ontario Government (http://www.edu.gov.on.ca/eng/) that governs
policy, funding, curriculum planning and direction in all levels of public
education. This ministry is responsible for curriculum guidelines for all
elementary and secondary schools in the province. The ministry is also
responsible for all 72 publicly funded school boards across Ontario, but it
is not involved in the day-to-day operations.

All principals/vice-principals require special qualifications to become
recognised by the Ontario College of Teachers (http://www.oct.ca/)
and to work within the province of Ontario in publicly funded schools.
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To become a principal/vice-principal, a person needs an undergraduate
degree in education, 5 years of teaching experience, certification in three
divisions, two specialist or honour specialist additional qualifications or a
master’s degree, and they are required to complete the Principal’s
Qualification Program (http://www.oct.ca/members/additional-qualifi
cations/schedules-and-guidelines/principals-development?sc_lang=en).

In line with a growing body of knowledge, research and literature
highlighting a direct connection between effective leadership and
improved student achievement and well-being, principals and vice-princi-
pals are viewed and expected to play a prominent role as instructional
leaders in Ontario’s schools. The OLF provides guidelines that direct
leaders and organisations by outlining traits of effective leaders; the char-
acteristics of effective organisations; and common leadership language.
This framework is in place to help facilitate effective dialogue, professional
learning and collaboration (Ontario Ministry of Education 2013).

THE GLOBAL VIEW OF SCHOOL LEADERSHIP

Definitions of leadership are many, often incomplete and as Dimmock
(2012, p. 6) argues, the ‘concept itself is complex, multi-dimensional and
inseparable from the social and organisational context and conditions in
which it operates’ [and defines leadership as] ‘a social influence process
guided by a moral purpose with the aim of building capacity by optimizing
available resources towards the achievement of shared goals’ (p. 7).
Drawing on the research of others he establishes five conditions for leader-
ship, that is, it exists within social relationships and serves social ends;
involves purpose and direction; is an influence process; is a function and
may not be confined to formal positions; and is contextual and contingent.

When the purpose of leadership is for successful school improvement it
should be viewed as a ‘highly responsive and contextualised relational
process’ (Hallinger and Heck 2010, p. 106) and, many argue, should be
broader than the principal. Authors, for example, Harris (2013), Hopkins
(2013) and Spillane (2006), indicate that extending (distributing) leader-
ship is a way of increasing and extending a school’s capacity for better use
of its ‘intellectual and social capital, with improved leverage strategies for
teaching and learning’ (Dimmock 2012, p. 113). Furthermore, Harris
(2013), Hopkins (2013) and Lambert (2007) argue that it is the way
people think about leadership that determines the leader’s practice, and
research evidence indicates that without the full support of the principal
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establishing structural and cultural condition, a broader view of leadership
will not be a reality (Day et al. 2009). Hallinger and Heck (2010) have
captured the essence of the current debate when they conclude that no
single approach will work to improve all schools; leadership in itself is
insufficient to bring about improvement; there is need to focus on culture
and capacity for improvement; and there is need for inclusion of a broader
range of leaders in school improvement capacity building processes.

What then is the role of the principal in school improvement?
Ultimately, given the current established role positions, the principal is
responsible and accountable for the effective operation of the school.
Established in the research is the notion that principal leadership is the
second most influential factor that accounts for variation across schools
(Leithwood et al. 2008) and that principals may influence learning by shaping
teachers’ working conditions and motivation (Louis 2007; Louis et al. 2010;
Walker et al. 2014). Other research has explored the contribution of principal
leadership to improving school outcomes (Crowther & Associates 2011;
Hopkins 2013; Robinson 2007; Walker et al. 2014). Functions such as
goal setting, resource mobilisation, enabling and engaging with other
leaders within the school, effective communication, engaging with staff in
professional development and culture building have been included in the
list. Such a list provides a starting point for the research in this chapter as we
explore from a cross-cultural perspective, the role of the principal in school
improvement.

THE SHARED DATA COLLECTION APPROACH

The methodology for this qualitative study used the interpretive perspec-
tive to collect and analyse data from school leaders in three different
countries. The overall purpose was to explore the role of the school leader
in leading school improvement with a focus on the following questions:

What did the school leader do to lead school improvement?
What impact did this have on how they viewed their role?
How has this experience enabled ongoing leadership?

The participants were nine school leaders, three from each of Australia,
Canada and South Africa, who had been in their current schools for three
years or more, and had been appointed to the position based on prior
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leadership experience. This study has focused on school leaders in their
leadership of school improvement.

Each school leader was interviewed one-on-one by the researcher of
each country for approximately one hour. The interviews were semi-
structured and school leaders were provided the questions prior to the
interviews. The research questions included the following exploration:

a. What did the school leader do to lead school improvement? [Structural
processes/procedures/strategies—implementation and the rela-
tionality of how this was done.]

b. What impact did this have on how they viewed their role? [The school
leader’s personal reflections in relation to personal and professional
growth.]

c. How has this experience enabled ongoing principal leadership? [The
school leader’s reflection on themselves in terms of current leader-
ship practice.]

The analysis was completed in two phases. First, the researcher from
each country interrogated their interview data set to expose themes and
independently presented the findings. The second phase involved a colla-
borative comparative analysis of the themes to determine what similarities
and differences in school leaders’ roles could be identified and thus
enabled discussion in response to the overarching question: what emerges
as the role of the school leader in leading school improvement across three
countries?

THE STORIES FROM THE PRINCIPALS (THE NOMINATED

NOMENCLATURE FOR ‘SCHOOL LEADER’ FROM EACH DATA SET
OF THIS STUDY)

From Australia

Each of the principals selected for the Australian contribution adopted
a systemically supported school improvement project, IDEAS (Innovative
Designs for Enhancing Achievements in Schools) (Crowther et al. 2001),
which provided a processual way of meeting the mandatory CESA school
improvement framework. Whilst none of the schools were compelled to
adopt a school improvement process, each of the principals independently
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had determined there was room for improvement. Each of the schools is
located in the capital city of South Australia but differs in their socio-
economic position, total enrolment and reason for embarking on the
school improvement project.

The principals’ individual responses have revealed a number of themes
which, although quoted in different ways, have resounding affirmation in
all three schools.

Commitment to Context, Cultural History and Sustainability
Having examined the results of the diagnostic survey built into IDEAS,
each principal was able to clearly articulate why he/she had committed
to it. As illustrated in the quotes following, their reasons were differ-
ent. Interestingly, all connected under the themes of context, recogni-
tion of a specific cultural history and a need to build capacity for
sustainability.

Principal AU1 said ‘It was a bit of a traditional school. Not a lot of
working together . . .more working as individuals. So here, they’ve got a
principal who wants to actually come in and see what they’re doing and
chat’ which he believed needed to change in this already successful school
if there was to be sustainable school outcomes and student achievement
into the future.

Principal AU2 wondered, ‘How can we reenergise what’s actually
happening across the community; more importantly, how do we move
forward in a way that’s going to strengthen and improve teaching and
learning?’ This was also recognition of what was already in place and how
it was to be sustained.

Principal AU3 reflected on his position in relation to the staff: ‘I had
a review . . . and the staff indicated that they were feeling a little bit out
of the loop in terms of some of the things that were happening in the
school. It was fairly clear to me that I needed to change my style . . . in
terms of how I brought the school along. So when the opportunity to
be involved in a project which opened leadership up to be a more
sustainable way that more people’s opinions and ideas could be part of
it, I was very keen’.

Ownership and Trust
Each principal readily stressed the importance of ensuring that whatever
was to be successful would have to involve whole community—staff,
students and parents.
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For me sometimes I just have to make sure I’m not in the way, that I don’t
get in the way of things happening . . .when the people feel empowered I
think the trust builds up and builds up and people come in and have quite a
vigorous discussion . . . it’s the trust and valuing of people. (Principal AU3)

I trust their knowledge and I trust their experience, and I trust they know
their students really well. Much more than I would know because I’m not in
the classroom often. And I trust their professionalism. I probably trust their,
how can I put it, their desire to improve learning here. It is about that deep
respect isn’t it, for each other. (Principal AU1)

During the interviews the principals spoke in varying ways about the
importance of building trust, developing a trusting community through
collaboration, taking risks and ‘letting go’.

Educative
For each principal in their own way and in response to their contextual
needs, there was an appreciation for their role as the lead educator of this
whole school improvement process. Although not boastfully expressed,
each one of them demonstrated this role:

Principal AU1 ensured that staff developed their professional knowl-
edge aligned to their classroom practice: ‘Methodology has changed
enormously. We work on things that are well researched. Now we’ve
aligned literacy right across the whole school . . . and there’s guaranteed
things happening in every room of our school.’

Principal AU2 drew staff into the conversation about the moral
purpose of education: ‘This is what we’re working on, it’s what we
believe is really important for our children and their learning, and how
they can improve.’

Principal AU3 demonstrated a strategic approach to ensuring that the
staff could see the purpose of their involvement: ‘I was fairly enthusiastic
about the project and I tried to let people know that it would include a fair
bit of work but a lot of good times too . . . that we would do things
together. I thought that the power of the people that were picked [as
teacher leaders] took a lot of people with them.’

Personal Leadership Learning
Of significance during these interviews was the readiness of each principal
to share what it was that they believed they had learned about themselves,
and particularly themselves as leaders.
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Principal AU1 unreservedly admitted to the difficulties throughout the
process but reflected on the necessary pathway that had to be forged: ‘So
the frustrations that I was feeling as the principal in this school forced me I
think to reflect a lot more on my work as a principal in this school.
Looking back, it’s far easier than when you are in the moment.’

Principal AU2 reflected on the importance of collaboration and the
capacity building of teachers taking leadership: ‘I think the biggest learn-
ing for me in that process was around the importance of teachers being
leaders, and I don’t think we would have made so much ground without
that committee, or that team, being involved.’

Principal AU3 admitted to having changed his perspective when he
finally realised he had to trust the leadership of those with whom he had
chosen to share the journey:

Probably the biggest point I had was when we were discussing—about our
vision . . . and I was thinking we should be going down a particular line. It
wasn’t until I let that go and let other ideas come in that everyone just sort
of started to think this is great and I had to take a big step back. But that
took a bit of soul searching I suppose to actually think that through.

Common to all three principals was the respect and trust for the moral
integrity of each person involved and the power of effective communica-
tion to ensure that all were engaged. This motive was eloquently summed
up by Principal AU3:

Always thinking about where people are at, what’s their depth of under-
standing, what’s their depth of knowledge, and then what do we need to
either refine, recap, refine, build on, so people can see the development? So
planning, communicating, just filtering I think, all the things, the demands
that come in around what teachers have to deal with. Communicating in
different formats.

From South Africa

The principals interviewed in the South African context were selected
from two provinces and were representative of a primary and two sec-
ondary schools. The socio-economic status of the schools as well as the
learner–teacher ratio are similar. Each year the schools must adhere to
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the compulsory school improvement plan (SIP), being completed and
sent back to the department. The SIP, provided by the department, is an
instrument for measuring the progress in specific areas in the school in
order to develop a culture of teaching and learning. Although the three
schools share similarities, one of the schools has experienced many
challenges and therefore does not perform as well as the other two
schools. However, an initial analysis of the three principal interviews
has revealed several common themes of interest to this study.

Appreciation of Teamwork
Each of the principals indicated the importance of appreciation. Teachers
want to feel that they are appreciated for the work they have done,
whether it is teaching, extra mural activities or duties assigned to them,
especially the evaluation of the school which is part of the SIP. During the
evaluation of the SIP, all nine areas are evaluated. The nine areas include
basic functionality; leadership, management and communication; govern-
ance and relationships; quality of teaching and learning, and educator
development; curriculum provision and resources; learner achievement;
school safety, security and discipline; school infrastructure; and parents
and the community. Without the necessary appreciation from their side as
principals, the evaluation of the school becomes a one-sided process and
the basic purpose of the evaluation fails. This was clearly articulated by
each of the principals of this study.

I think we’ve got very hardworking educators who are doing extra miles for
these learners in terms of what they are ordered to do. So, I think you must
appreciate the fact that educators at this school are working as a team and
they’re going all out despite all challenges that we must face to provide to
this community. (Principal SA1)

Our vision is basically bringing about excellence in learners, to bring
about improvement in learners, improvement of the teachers that will lead
to improvement in the school as a whole. We have a good set of teachers.
The teachers are particularly hard workers. (Principal SA2)

I think it’s a way of varying the contribution of every member who is part
of the staff and then recognising the fact that you cannot know all. You
allow them to come up with their views and they must see you showing
appreciation of their views so that they would also at least be able to also feel
their confidence and they should realise that what we are doing is appre-
ciated. (Principal SA3)
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Without the efforts of the teachers the principals would not be able to
evaluate the SIP on their own. The principals are aware of this and there-
fore appreciate the contributions of the teachers.

Challenges
All three principals agreed unanimously that it is a difficult task to bring
about school improvement when there are various challenges that place
pressure on them as principals.

Our challenges become greater, they [the learners] are coming from socially
disadvantaged homes and they don’t have the facilities that are necessary for
them to develop properly, they lack all the basic facilities. The parents are
not equipped to help their children and then it comes back to us. The
Department forces us to pass learners that are not equipped for the next
academic year. It has a very negative effect on us. (Principal SA1)

The parents are not involved in the education of their children. The
children are exposed to drugs, violence and crime. Poverty plays a vital role
in our education system. (Principal SA2)

The main concern is finances. We are not receiving enough money from
the Department. Therefore there is a lack of facilities, resources and staff
members. (Principal SA3)

The socio-economic situation in the quintile 1, 2 and 3 schools results in a
lack of finances, proper resources and a lack of parental involvement.
These are the challenges the principals have to face on a daily basis.

Awareness of Self and Others
One of the aspects that came to the fore during the interviews was the
concept of awareness. Although the SIP is compulsory and could be seen
as ‘something that must be done’, the principal became aware of a number
of important issues.

Principal SA1 acknowledged: The SIP makes me very much aware of the
greater needs of the teachers and then I can determine the weaknesses of the
teachers and probably use their strengths to put it in other areas where it is
needed.

Principal SA2 viewed opportunities for himself and his teachers: I think I
am this person who’s very open to different proposals. In fact, when people
questionme I regard that as an opportunity for me to provide answers. I always
think that with everything you do you can always better your performance, but
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whilst it’s workingwe should check onbetter things so that we don’t think that
we’ve arrived in this way that we’re arriving or that we arrive again. I don’t
think that I have arrived yet. So, every time I feel we must keep on with
innovations in terms of how we implement things and check whether we
improved the value.

Principal SA3 used the requirement as a checkpoint for his leadership:
The SIP is like a ‘wake-up call’. You think that everything is running
smoothly in your school and you as a principal is well in control of every-
thing. But during the evaluation process your staff identify needs and then
you realise that you need them.

Furthermore, Principal SA3 also acknowledged the need for personal
development and learning by explaining that ‘The thing that I’ve realised
about myself is that you need to have skills, skills to manage, plan, delegate,
to serve the school to the best’.

The SIP changes one to become aware of the needs of others and to look
out for the needs of all the stakeholders involved in the school.

Continuity
The principals agreed that continuity is of importance for improvement.
Not only continuous assessment regarding the evaluation of the school
but also assessment and development of oneself, the teachers and the
learners.

Every day you learn how to deal with different things in different ways on
different levels. It is important to look for different solutions on a day to day
basis. You cannot leave the SIP till the end of the year, once a month it is
necessary to have a meeting regarding the Plan. You must continuously
identify the needs of the school, the needs of staff development, your own
[sic] personal growth. Often we neglect ourselves by giving the opportunity
to teachers to develop and not ourselves. (Principal SA3)

The SIP is continuous. It’s from the beginning and it is continuous and
every year we leave a new necessity in the Plan. If an issue arises, if it’s a
serious issue that looms immediately, you know when we find what the
issue is an issue will determine what strategies you would put together.
(Principal SA1)

Needs must be addressed in the SIP so that when you check your progress
column to indicate whether we are doing each of that, because the progress
column will then be able to give the evidence. People come and check
whether we are moving towards the right direction or not. (Principal SA2)
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All three principals appeared to agree that to ensure improvement, the SIP
must be first priority to ensure continuous updating and development in
the interest of the staff members as well as the whole school.

From Canada

All three schools in this study are under the direction of their District Board
of Education and the Ontario Ministry of Education. All 72 publicly funded
school boards in the province of Ontario must submit a yearly board
improvement plan (BIP) to the Ministry of Education. The SIP processes
expected of each school must involve all school partners to ensure success.

The principal, responsible for administering the school and for provid-
ing instructional leadership, is ultimately responsible for improvement
planning. However, the entire school community is expected to be
involved in all stages of the process: planning, implementing, monitoring
and evaluating progress. The SIP process is focused on three areas of
priority: curriculum delivery, school environment and parental
involvement.

As the interviews took place and the data were analysed, themes
emerged and are discussed later in the chapter.

Developing and Maintaining a Positive Attitude
All three principals discussed having a positive attitude towards their
work–life responsibilities and their interactions with others. This attitude
provides hope during the SIP process.

Principal CA1 confidently admitted that ‘By looking at the positive I am
able to magnify my strengths and the strengths of my staff and students.’

Principal CA2 posed that ‘If we remain positive we have a much better
chance to work together on the school improvement planning and focus on
what is important.’

Principal CA3 affirmed that ‘We all believe in students, and this belief
helps to provide a positive atmosphere in the school at all times.’

Positive Relationships
All three principals discussed in great detail the importance of positive
relationship building and maintaining of these relationships in terms of the
school improvement process. They all saw their role as being instrumental
in creating and maintaining positive relationships built on trust.
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I believe that when the students see staff getting along that this tells them
how to act. The students look to us as adults as to how to form relationships
and what is expected here. (Principal CA2)

When I first arrived at this school, the behaviour was so out of control.
The police were here all the time. Slowly through setting expectations for
behaviour and learning with both staff and students and building relation-
ships, the behaviour problems are almost non-existent. Three years ago
when I arrived I would not have been able to sit here for this long without
being interrupted many times. (Principal CA3)

Part of building trust was also being open, honest and authentic. ‘When I
mess up, I admit it,’ stated Principal CA1, and went on to say, ‘I always
apologise if I know I have done something wrong. It shows trust and respect.’

Decision Making
All three of the principals discussed the importance of the decision-making
process when it came to school improvement as a collaborative process.
The principals actively shared the decision-making process with the tea-
chers, parents and students.

Not one single person has all of the necessary skills and knowledge to lead
this school. (Principal CA2)

Staff volunteer to take on roles and to lead initiatives at the school.
(Principal CA1)

Principal CA3 explained a process where the entire school community was
mobilised to support the emotional, social, physical and academic needs of
the students. This principal believed in the philosophy that ‘it takes a
village to raise a child’. The other two principals also provided instances
of whole school engagement in decision making relative to their contexts:

I give my staff freedom to make decisions. (Principal CA1)
The staff and students make decisions as to how to allocate resources,

what programs should stay and what programs should go, based on our
needs. It was tough to make some of these decisions, as some of the after
school programs and sports teams were cut due to resource allocation and
staff being stretched too thin. (Principal CA2)

As Principal CA3 stated, ‘sharing decision making is critical to moving the
school in a forward direction, believing that all students can succeed’.
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Allowing the Reflections and Voices of Staff to Influence Their Decisions
Principal CA3 stated that when he first arrived at the school there were
many changes to be made from student achievement to student behaviour.
This principal explained:

By the end of my first year student discipline issues had declined and we were
seeing more sustainable improvements in student attendance. A few staff
members approached me and said, ‘we really like the changes you are
making, but can you slow down a bit, we can’t keep up’. I considered this
a courageous conversation and was forced to take a look at the fast pace of
these changes.

Although all the changes were great the staff were telling me that they
could not continue at this very fast pace. I did not realise the impact this was
having on the staff. I am glad that they approached me, as I started to
involve them more in the decision making at a pace that we all agreed upon.

This is a powerful acknowledgement by a school leader willing to work
reflexively with the staff in order to enhance personal leadership style.

Providing a Voice through Conversations
Two out of the three principals talked about the importance of having
conversations with all key stakeholders surrounding what leadership is in
the school.

I want leadership to go on well past when I am not here any longer. It needs
to. I hold one-on-one conversations with staff as well as conversations in
group settings. Through these conversations I give the staff and school
community members a voice on how they define leadership . . .what is
their participation in the leadership process . . . this helps to work on devel-
oping a vision for future sustainability of leadership after I have left.
(Principal CA3)

I like it when my staff come to talk with me about decisions or issues. My
door is always open. The parents know this too. Students come to talk with
me. All voices must be heard . . . it helps me to decide what is important and
what isn’t. (Principal CA1)

Formalised Measures for Capacity Building and Sustainability
All three principals spoke of their leadership practices being grounded in
theory and informed by the educational leadership philosophy of the OLF
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(Ontario Ministry of Education 2013). However, despite formalised mea-
sures in place for sustainability in terms of SIP in the districts and the
province of Ontario, the three principals lamented assurance of leadership
sustainability:

I cannot guarantee that the school improvement planning process as it is
now will continue when I leave. (Principal CA1)

There are no measures to ensure that what we have done here at this
school will last or even be continued on with the next principal. (Principal
CA2)

Ummmmm . . .no (shaking their head and frowning) all of the hard work
may or may not continue when I leave, it all depends on who is placed
here . . . I don’t know . . . I can’t say. (Principal CA3)

DISCUSSION

The emergent themes from each data set viewed together reveal six roles of
similar and different value as to how principals work with the task of develop-
ing a plan for school improvement. These roles have been named and cate-
gorised in Table 10.1. Further interpretation of each role is explained
following Table 10.1.

Producing the Plan for School Improvement

Each of the educational systems had requirements for each school to have
a plan for school improvement. Despite the overall similarity linked to the
tenet of improving school outcomes, the structure, the development and
the expectations differ across all three selected systems. Australian schools

Table 10.1 Principals’ roles in leading school improvement

Role Contextual category

1. Producing the plan for school improvement Structural
2. Diagnosis Structural/cultural
3. Relationship building Relational
4. Educative Relational/cultural
5. Developing a personal leadership style Cultural
6. Addressing the context Cultural/structural
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individually develop their relevant plan framed by the systemic school
improvement framework. The South African Education Department pro-
duces a mandatory systemic SIP and all principals explained how they must
adhere to it and report in order to meet the requirements. Canadian
schools work within the parameters of the BIP and each of the principals
spoke of their responsibility to ensure the development of an SIP which
must engage all stakeholders in the particular context.

Diagnosis

Each of the principals spoke of some way of diagnosing how they responded
to the task of school improvement, however, how it was done, and for what
purpose differed in each context. The Australian principals responded to a
diagnostic survey that had engaged staff, students and parents, which
provided a basis for engaging staff in conversations that responded to
specific needs of their contexts. The South African principals spoke of
having to tick off each item of the SIP as ‘something that must be done’.
The Canadian principals explained that they responded to the annual
mandate of the board by prioritising the focus of their school.

Relationship Building

Overwhelmingly, all principals of this study were concerned about the
importance of building and maintaining relationships between themselves
and the teachers. However, the way in which that was expressed differed in
each data set. The Australian principals appeared to be genuinely con-
cerned about a sense of ownership and trust developed amongst the staff.
The South African principals focused on teamwork and appreciation for
the teachers’ contributions. The Canadian principals focused on relation-
ship building as a key focus for working towards attaining positive rela-
tionships built upon trust and respect.

Educative

This role appears to be an extension of the previous focus on building
relationships. It is termed the educative role of the principal in relation to
the organisational culture whereby there is an intention to move the
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culture of leadership beyond the sole responsibility of the principal. In the
Australian schools there was repeated evidence of the principals working
towards fostering the leadership of teachers in the school improvement
process. The principals of the South African schools tended to go beyond
their role as school leaders by encouraging other stakeholders to complete
the SIP with a teamwork approach. The Canadian principals had a com-
mitment to lead that carried with it an ownership for the collective as well
as for themselves.

Developing a Personal Leadership Style

The relationship of the personal leadership style to the culture of the
system within which the principal operated emerged as a factor in deter-
mining how the educative role of the principal influenced the development
of a personal leadership style. Whilst this study is in no way intended to
draw generalised conclusions, analysis has drawn attention to the complex-
ity of context and culture whereby what appears to be valued in the
relationship between systems and schools, principals and teachers have
bearing on the resulting styles of leadership. The Australian principals
appeared to operate liberally and open-mindedly as learners of leadership,
encouraging and letting others take a lead, make decisions and demon-
strate leadership. The South African principals appeared to feel somewhat
curtailed by the prescription of the mandated SIP with little scope for the
principals to show initiative in recognising growth in their personal leader-
ship styles. The Canadian principals spoke of continually discussing their
learning with regard to their leadership style as they listened to voices from
all stakeholders, reflected upon their practices and used data to inform
their decisions.

Addressing the Context

This final role presents a more startling revelation that could be studied
in greater depth to reveal how the principal has responded to perceived
challenges in their specific contexts. For the Australian principals the
important challenge was how to engage and motivate the staff to be
involved in school improvement processes, and then to know how to
sustain that engagement. For the South African principals the challenge
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was far more confronting as they faced many issues, such as poverty,
illiteracy and lack of resources (Van Wyk and Van Der Westhuizen 2015,
p. 172). Evidence suggests that they applied themselves with diligence to
the task of completing the SIP, but found difficulty in taking ownership
of it in their context or seeing the value of the exercise as an opportunity
to develop themselves. In Canada, the educational system has put in
place mechanisms to try to ensure sustainability, but there is no frame-
work in place to support the building and maintaining of a culture of
sustainability, and the principals expressed concern for what they have in
place might not necessarily be continued after they left.

CONCLUSION

The greatest value in this relatively small study has been the richness of the
principals’ voices. Each principal generously shared their perspectives and
provided opportunity for valuable conclusions within the parameters of
this chapter. Of significance is the interpretation of the principals’ roles in
relation to the context categorised as structural, relational and cultural.
The authors propose that this categorisation provides a sound basis for a
larger research study. Such a study would extend the interpretation
reached in this chapter, to enable a deeper understanding of the challenges
faced by principals in leading school improvement in different cultural
contexts structurally, relationally and culturally.

Overall, there is evidence to suggest that two specific factors contribute
to the way in which the individual principal perceives the role of school
leadership—the nature of the context, and the relationship between the
system and the school.
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CHAPTER 11

Whole School Development Across Borders:
Leading Intercultural and Cross-Cultural

Learning

Paul Miller and Ian Potter

INTRODUCTION

The current discourse on school improvement, particularly in England,
tends to focus on interventions to improve academic outcomes and insuf-
ficiently takes a holistic view about the psyche of a school in how it builds
capacity for sustained development. This chapter argues that notions of
outreach and schools looking beyond their own boundaries, which have
been espoused and there is some evidence to support its impact in practice,
should extend to looking internationally. The rhetoric of system improve-
ment often manifests itself in structures of schools working as part of
collaborations, or in partnerships. The research presented in this chapter
illuminates how institutions of learning can broaden their perspectives

P. Miller (*)
School of Education & Professional Development, University of Huddersfield,
Huddersfield, West Yorkshire, United Kingdom
e-mail: P.Miller@hud.ac.uk

I. Potter
Bay House School, Hampshire, United Kingdom
e-mail: ipotter@bayhouse.hants.sch.uk

© The Author(s) 2017
P. Miller (ed.), Cultures of Educational Leadership, Intercultural
Studies in Education, DOI 10.1057/978-1-137-58567-7_11

245



about how it can build capital through engaging with other institutions
and individuals beyond national borders. The evidence collected is from
staff and students from England who participated in study tours to
Jamaica, Malawi and Albania and a group of teachers from Jamaica who
participated in a study tour to England. In all four countries where visits
occurred, participants took part in a range of learning activities across
several institutions and organisations. The aims of these visits were to
encourage a ‘study-like’ paradigm by providing staff and students with
(1) developing strong cross-cultural communication skills, and an ability
to appreciate social and cultural differences leading to a higher level of self-
confidence as potential global citizens; and (2) exposure to and opportu-
nities for international partnership working and collaboration.

A case study narrative is presented that shows how students and tea-
chers in different parts of the world engaging in links with schools in other
countries lead to whole school development. The countries evidenced are
from several continents and therefore enriches the data that informs the
thinking. The school links are not with schools described as ‘International
Schools’ but are with publicly funded primary and secondary schools and
other educational establishments. This is ground-breaking research in that
it captures capacity-building activities that are uncommon between
schools across the globe and because it also includes the voices of both
students and staff engaged in ‘Study Tours’. The impact on participants’
own school and how this supports school development is analysed and
evaluated. The impact on the schools visited is also part of the evidence
leading to the conclusion that there is sufficient finding in this type of
activity that deserves serious consideration and widespread adoption.

There is also the evidence of the reflections of the ‘adults’ accompany-
ing the students on these trips and their learning. Therefore, the research
data informing the writing of this chapter leads us to explore how study
tours can produce a type of learning that is ‘qualitatively different from
other types of learning experience’ (Miller and Potter 2014, p. 21). The
impact on both staff and students is examined and illuminates Miller’s
(2012a) proposal that global trends are driving policy makers and schools
alike as they reconceptualise and ‘do education differently’ (p. 1). The
principle of experiencing through doing draws on and underscores
Mintzberg’s (2004) notion that there is need to develop a ‘worldly
mindset’ where one’s own mindset gets enlarged through other people’s
worlds. In the words of Fullan (2004, p. 16), ‘Nothing beats learning in
context’. In other words, nothing beats experiencing through doing.
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We argue in this chapter that through these study tours, participants
were introduced to a qualitatively different form of capital, which we
describe as ‘contextualised capital’, not obtainable from the textbook or
in the everyday in-school learning experience.

The construct of ‘capital’ draws on the work of Hargreaves and Fullan
(2012) where they build a concept of ‘Professional Capital’ that recognises
various forms of capital that prevail within a school. It is the confluence of
three kinds of capital: human, social and decisional capitals (p. 88).
Together they engender a professional culture and community that build
capacity. Implicit in the theory is professionals working collaboratively. It
cannot be rushed and ‘there are no easy short cuts’ (p. 119). Hargreaves
and Fullan state that: ‘Building collaborative cultures is a patient develop-
mental journey’ (p. 119). Dimmock (2012) argues for ‘A new conceptua-
lisation of educational leadership for the twenty-first century’ (p. 18),
where leadership is ‘aimed at marshalling resources in ways that maximise
capacity’ (p. 18). His model presents a construct of holistic organisational
approaches where capacity and capital increase through a mindset that sees
synergies in partnership. He argues that: ‘one is able to arrive at a fuller
and more holistic understanding of leadership and schooling by placing
them in the larger social context of which they are a part’ (p. 202).

Therefore, our construct of ‘contextualised capital’ draws from these per-
spectives, in addition to the notion of contextualised knowledge production
(Gibbon et al. 1994; Nowotny et al. 2001), where knowledge mobilisation is
enhanced through its production happening within context. Thus, our con-
struct is a synthesis of the idea of building capital and capacity through an
appreciation of context. Hence, a knowledge-generation method that makes
sense of one’s own context through appreciation of another’s increases not
only an understanding of the situation inwhich one resides but introduces one
to new knowledge of another’s situation. It is a process of constructing and
deconstructing one’s experience to build a better understanding.

The building of capital amongst participants and their schools was
believed to be important for two main reasons. First, the staff and students
who participated in the tours can be seen as ‘ambassadors’. Second, effec-
tive and transformational leadership models recognise that capacity can be
built from ‘bottom up’ and not only through ‘top down’ approaches. In
other words, the participation of staff and students on tour was a form of
capacity building not only for them but also for others in their school
communities. That is, as institutional ‘ambassadors’, participants were
simultaneously tasked with the responsibility of positively marketing their
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own institutions and country abroad; and to ensure the knowledge and
understandings of another country, gleaned whilst on tour, were, on their
return, sensitively and responsibly communicated to others both inside and
outside school.

This nuanced approach to capacity building represents the importance
of a simultaneously ‘contextualised’ and ‘de-contextualised’ educational
experience for staff and students operating successfully and competently in
an increasingly global environment. This is consistent with providing
experiential learning activities that focus on both the group and the indivi-
dual, and that enable participants to explore new territories and cultures.

CONCEPTUAL FRAMEWORK

Transformational leadership

Transformational leadership is an approach to leadership that causes
change in individuals and social systems. It creates valuable and positive
change in the followers with the end goal of capacity development
amongst followers. According to Burns (1978), transformational leader-
ship is a process in which leaders and followers help each other to advance
to a higher level of morale and motivation. In its simplest form, transfor-
mational leadership is suggested to enhance the motivation, morale and
performance of followers through different mechanisms.

Hallinger (2003) proposed that transformational leadership involves
targeted capacity development. Enacted at the level of a school, the
linking, modelling and challenging that the leader does is applied across
all categories of members of a school community and not only staff or
teachers. But for this to be successful, it must arise out of the leader’s
knowledge of his followers. When met with out-the-box thinking, trans-
formational leadership can result in increased student achievement, moti-
vation and confidence at school. Wilkins (2013, p. 3) argues that school
leadership:

• Utilises its agency in space-making on three levels: (1) the leaders’
own personal spaces; (2) the spaces within the institution the leader
manages; and (3) the networks of places and organisations with
which the leader and the school have links.

• Is cosmopolitan, promoting global citizenship, multi-layered affilia-
tions and respect for and understanding of other spaces.
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• Creates infrastructure for capacity building by connecting homes,
workplaces and civic spaces through the school’s networks.

In facilitating students’ participation in the study tours, the organisers
have shown a clear understanding of all three points in relation to the
academic and personal development of the students. Furthermore, the
student’s participation in the study tours also signalled the impor-
tance of students developing cosmopolitan, global and multi-layered
identities and understandings of the world, particularly in the context
of ‘shifting borderland narratives’ (Miller 2012a, p. 5). Hallinger
(2003) argued that ‘transformational leaders increase the capacity of
others in the school to produce first-order effects on learning . . . ’
(p. 338). The study tours created a forum for students to recalibrate
their knowledge and understanding of cultural spaces and people.
And in doing so, the organisers and co-ordinating institutions created
opportunities and a climate in which ‘multiple actors’ could engage in
learning of a ‘different’ kind; the result of which would be benefits to
individual students and the school community.

LITERATURE REVIEW

Study Tours

A body of literature has steadily emerged over recent years, in the manage-
ment and marketing literature describing and supporting international
study tours as valuable educational experiences (Tucker and Weaver
2013). There is, however, a paucity of empirical research on study tours
in education and/or schooling (Miller and Potter 2014). Nevertheless,
much of the available literature have focused primarily on the design and
implementation of study tours, with only limited attention impacts on
participants. The limited empirical research on the impact of study tours is
somewhat surprising given their increasing popularity, especially amongst
business students especially (‘Business Students Flock’ 2002).

Aims and Benefits of Study Tours

Study Tours can have different aims. For example, they can be about
exposing participants to a particular experience or culture. However,
they can also be about raising the profile of a host institution, which can
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lead to a boost in recruitment due to ‘hosting’ visitors from overseas and
also due to the practice that local students may themselves be engaged in
some reciprocal arrangement.

Study tours are reputed to provide individuals and groups with both
tangible and intangible benefits. For example, Commins et al. (2010)
proposed such benefits as personal development, whereas Williams
(2005) proposed such benefits as intercultural adaptability and inter-
cultural sensitivity. Moreover, Woolf (2007) argued participants can
become more appreciative of their own country and culture, as well as
for others. Similarly, study tours are said to provide essential opportu-
nities for stereotypes about peoples and the host country to be clarified
(Pariola and Pariola 2006). In other words, a study tour offers parti-
cipants a real opportunity to acquire a socio-cultural understanding of
another place and space, not previously had (Sachau et al. 2010).

From the available literature, one might summarise the benefits of study
tours as follows:

• Increased cultural sensitivity (Anderson et al. 2006)
• Improved student confidence (Tucker and Weaver 2013)
• Heightened appreciation for other cultures (Pence and Macgillivray

2008)
• Increased international functional knowledge (Chieffo and Griffiths

2004)
• Deeper understanding of global interdependence (Sutton and Rubin

2004)
• Increased interest in working or studying in a different country

(Orahood et al. 2004)
• Interest in interdisciplinary studies (Lewis and Niesenbaum 2005)
• Enhance cultural connectivity and professional development

(Harrison 2006)
• New professional perspectives (Miller et al. 2015).

Allen and Young (1997, p. 169) notes, ‘ . . . learning occurs more readily
when students are able to experience (i.e., see, smell, taste, hear, feel)
stimuli and actively participate in the education process.’ By experiencing a
culture first-hand, study tour participants develop a much deeper under-
standing of and appreciation for that culture than they would by simply
reading about it (Brokaw 1996; Porth 1997). However, organising and
delivering a successful study tour is dependent on a range of factors,
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including availability of staff, geography, language and cost involved
(Commins et al. 2010).

International Dimension in Education

A number of education ministries and institutions worldwide have com-
mitted to an ‘international dimension’. The United Kingdom’s Department
for Children Schools and Families (2009), for example, has an international
dimension that seeks to:

• enable people to understand the links between their own lives and
those of people throughout the world;

• increase understanding of the economic, cultural, political and envir-
onmental influences which shape our lives;

• develop the skills, attitudes and values which enable people to work
together to bring about change and take control of their own lives; and

• work towards achieving a more just and sustainable world in which
power and resources are more equitably shared.

Students today demand much more from their educational experience, often
taking a more active role in their learning (Pariola and Pariola 2006). Study
tours, through a series of well planned activities and programmes can provide
students with opportunities to achieve skills, attitudes and experiences they
need to successfully compete in a globalmarketplace. Indeed, asWoolf (2007)
observes, globalisation is exploding classrooms, such that ‘the foreign land-
scape itself becomes the classroom’ (p. 1); and Taylor (1969) acknowledges
that in order for teachers and students to function effectively they need a first-
hand understanding the world. As noted in the RANDReport, the traditional
ways that learning institutions conceive of internationalising their curricula—
by developing academic area studies and language training—may no longer be
suitable for the kinds of students and professionals required. Instead, institu-
tions of learning need to devise ways to give students a grounding in thinking
and acting across cultures . . . (Bikson et al. 2003).

METHODOLOGY

Our approach draws on a combined descriptive and auto-ethnographic
research methodology. Descriptive research aims to provide a detailed and
accurate picture of a particular situation; in this case, the attitude of
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students participating in a study tour (Nueman 2006). Auto-ethnographic
research aims to provide accounts from participants’ viewpoints. By com-
bining these two approaches, it was felt the findings and accounts would
be more authoritative (Etherington 2004; Sikes 2013). These approaches
were used because of the relatively small sample size, the need to recall
student experiences over a period of time and the expectation that the data
collected would contribute to a more sophisticated study. It is important
to note that this study did not attempt to measure actual learning out-
comes; rather, it aimed to describe students’ perceived learning outcomes
and experiences (Chieffo and Griffiths 2004). Each participant maintained
a diary whilst on tour and took part in, daily, individual and collective
reflection activities. The data presented in the next section derives from
those diary entries. Whereas diary entries were organised based on institu-
tions visited, the data presented in this chapter is based on apparent
themes.

Sample

The data is taken from accounts of four study tours from England to
Jamaica, Malawi and Albania; and one study tour from Jamaica to
England. Albania, Jamaica and Malawi are developing countries whereas
England is a developed country. The four countries are located on three
continents. The study tours were operationalised using a comprehensive
inclusion model, in that participants were encouraged and allowed to
participate in the planning and design of activities. For tour 1, eleven
Jamaican teachers and principals (two males and nine females) travelled
to England in July 2013. The study tour lasted 21 days and had specific
outcomes linked to their practice and studies in educational leadership and
management. There were two principals and nine classroom teachers. Six
were primary school teachers and five work in secondary and the post-
compulsory sectors. For tour 2, five students (three males and two
females), aged between 12 and 13 years travelled to Jamaica in April
2014. The tour lasted for 10 days and students were accompanied by
four adults, two males and two females. The group was also accompanied
to Jamaica by a master’s student in educational leadership from a London
university. For tour 3, eight students (6 males/2 females), aged between
14 and 18 years travelled to Malawi in July 2015. The tour lasted for 10
days and students were accompanied by two adults, both females. For tour
4, six students (four females and two males) travelled to Albania in June
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2015. The tour lasted for 7 days and students were accompanied by two
adults, one male and one female teacher. Four additional adults from the
local Rotary Club also accompanied the group to Albania because the
Rotary Club was a main sponsor. Unlike the other tours which were based
on a cultural orientation, Study tour 1 was based on both a cultural and
professional/academic orientation linked to the participants’ work. In
addition to attending and participating in cultural extravaganzas in each
host country, amongst participants there were visits to museums, distil-
leries, places of worship, schools, colleges and universities.

Analysis

The main question asked of staff was: ‘What impact did participation in the
study tour have on you personally, professionally and what are the implica-
tions for practice?’ Themain questions asked of students were: ‘What are the
main observations made on tour in relation to teaching, learning and the
availability and use of resources?’ And ‘How has participation in the tour
impacted your personal development?’ Analysis is through the lens of orga-
nisational development, accounting for the possible impacts that engage-
ment in such intercultural exchanges can have on the ways in which schools
can develop meaningful learning through cross-cultural learning.

FINDINGS (REFLECTIONS)
The reflections presented in the following pages are organised into two
parts: Staff and Students’ reflections.

Staff reflectionswill include accounts from the Jamaican teachers/principals
who visited theUnitedKingdomand the adultswho accompanied students on
tours to Jamaica, Malawi and Albania. Reflections are presented under three
categories: personal learning, professional learning and practice implications.

Staff Reflections

Personal Learning

Empowerment, Personal Efficacy and Reflectivity
The trip to the United Kingdom has simply been another in the series of steps
towards my personal and professional progress. Perhaps the most challenging
thing for me is to encapsulate this experience in words. I have been forced to be
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extremely reflective of my practice as a teacher and faced with answering the
harsh question of the degree to which I have been effective in the last fourteen
years of my career. Each day brought new insight, challenged or rather demol-
ished existing epistemologies concerning who I am, what I really have a passion
for and in what direction I want my life to be headed. Confronting these
issues has been tumultuous to say the least as once again I attempt to ‘come
to rhythm’. Certainly, I am deeply cognizant of the fact that the process is
not a linear one and in the days subsequent to my return, there has been
significant introspection with the resulting emotional ebbs and flows.

I realised how important the local community is and what a large part
they play towards making schools a success.

Albania taught me many things: Most importantly, I learned about the
culture and people of Albania. What overwhelmed me the most was the
hospitality, the generosity and the humility of the Albanian people.

Professional Learning
Research, customer service, collaboration, capacity development and a new
professionalism

[S]chools in England are run like businesses and teachers are like business
managers fully in charge of their classes. As with any business, customers are
the target persons and their satisfaction is the primary concern. In order for a
business to be successful, it must cater to the needs of the customers and
create a product or service that will suit their needs. In addition to this,
business owners and managers must make themselves available to the cus-
tomers for advice on how to use the product and/or for feedback on their
services. Accountability and documentation are also parts of the business.
Timing of delivery of products and/or services is also important. The
schools in England had all the facets of businesses and much more.
Timing was a key factor in the organization of the schools. Everything was
done on time and on target to satisfy the customers, the students. This was
evident in every activity, every day.

It is interesting to experience the formalities that individuals follow in
Malawi compared to the UK. Teachers at both secondary schools school
show such respect for their learners and value education, possibly more than
is seen in the UK.

[I] have realised that as a leader the greatest success is when you can
take a school that is deemed failing to be an outstanding school accord-
ing to the inspection team. I have learnt some new strategies for curbing
poor behaviour and I have also learnt that needs assessment should be
congruent with learning in order to be effective. Assessment should help
to advance learning as well as determine whether it has taken place. If
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we are going to include everyone in our teaching, we have to plan
effectively. We have to be clear what we want the children to learn. I
have also learnt the meaning of working collaboratively. Despite our
beliefs and abilities, teachers and the school as a whole, can achieve
great things if we work collaboratively.

I have become acutely aware of my professional inconsistencies. It is very
easy to complain about the things that are inherently wrong in our educa-
tion system and even within our own school environment. However, it is
more difficult to turn the spotlight on oneself and ask the searching question
of how well one measures up to what the highest standards of a teacher are
and should be. I know that I am a good teacher and that I have sacrificed
much for my students but having travelled to the UK I realize that I have
settled into a mire of mediocrity and for me that was the most difficult
revelation. I remember the overwhelming emotions experienced at that
point of revelation when I realised that I was fast becoming what I had,
on occasions, vehemently criticised. I am happy for the opportunity to have
gained a fresh perspective and to become aware of the fact that I am the
solution to the problems I encounter and even the problems I may have
indirectly helped to create.

Albania is a truly beautiful country and not at all as I expected. I learnt a
lot about another part of the world that I previously knew nothing about.

Practice Implications

Unlearning, Relearning and Doing Teaching and Leadership
Differently

I have been inspired to change my approach to teaching and learning. I now
realise that I must unlearn some of my preconceived notions about educa-
tion and adjust my teaching style to cater to the needs of all my students. My
teaching has to be relevant, practical and exciting for learners so they can
maximise from the learning experience. I have purposed to utilise all that I
have learnt on this study tour to spark creativity among my students and to
revolutionise teaching in my school.

Perhaps the most fundamental implication for transforming my prac-
tice is the change in my attitude towards my practice. Very often I begin
the school year with a myriad of ideas but somewhere during the process
they become forgotten. I am going to find a way to engage the students
in those ideas and have them assist in making them come to fruition. I
will encourage my colleagues. Instead of being dragged into a cycle of
bickering I will enact my leadership skills to help them to find ways to
improve their own practice.
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I will find opportunities to relay what I have learnt about Albania to
pupils/students in the classroom. I am a keen advocate of world literature so
any opportunity to discuss different cultures is something that I relish.

The importance of careful planning. Decision-making based on cau-
tion; communication and managing the host’s expectations, never
underestimate the importance of building relationships and maintaining
partnerships.

Students’ Reflections

Students’ reflections will include accounts from the British students who
visited Jamaica, Malawi and Albania. Reflections are presented under two
categories: observations related to teaching, learning and schooling; and
observations related to personal development and country. These are
presented in turn next.

Teaching, Learning and Schooling

Teaching Strategy
Assemblies were not just about passing on information to students. Their
assemblies have a message and a meaning. There was singing, painting,
dancing and presentations, which allowed students to show off their talents
and be more confident.

I find teaching approaches in Jamaica refreshing. Teachers find a way to
bring the whole class together. I think this is how teaching should be. It is
very different from what I am used to, which—for me, is amazing.

At every school we visited, I feel the kids have just been the best. They
have been so welcoming. I have also seen a new teaching style which mixes
fun with serious work. I think even without the resources we have in the UK
they are still able to reach just as high standards as us which is amazing
because they are shaping the Jamaica of tomorrow.

Subject Choices
I was able to sit in on a practical cosmetology lesson. Cosmetology is about hair
styling and the detail behind it. I strongly believe we should createmore lessons
like this in England because it will open up so many career opportunities.

I found learning about agriculture amazing. I also find it fascinating how
they use recycled objects to make useful things . . . .I have never experienced a
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college like this before so it was brilliant to see not just agriculture college but
also to visit an actual farm. I learnt things today that every student need to know.

Community in School
When we went into a classroom the first thing I noticed was that the
children could hug visitors, unlike in Britain.

They are all about embracing other people, cultures and religions as a
way of learning and improving their education. I have never sensed such
community inside a school.

Resources and Resilience
Shocking to see the little resources. Could not imagine ever learning in that
environment, but amazing to see what they’ve achieved with what they’ve
got. 40 people per tiny classroom. Chalk boards make you appreciate home.

There is not much similarity between my school and theirs. We have so
much and they have so little. Our school is completely different to all the
schools I’ve seen but it I saw students learning and having fun. . . .

I think teachers and students do a great job at teaching and learning.
Lessons observed were of a high standard and classrooms learning was
always very good, particularly with the lack of resource.

Two rural primary schools we visited are particularly under-resourced. I
think their location makes things harder for them. However, students and
teachers show a great attitude and determination. Learning was once again
outstanding.

At first I felt nervous about adapting to the different culture. However, as
time went on, I felt amazed. It was very overwhelming looking around the
schools and I felt very excited to be meeting the students although I felt very
emotional due to the lack of facilities. We all made a fantastic and strong
connection and I believe it will carry on in our futures.

Personal Development and Country

Students reflect on the experiences of visiting Jamaica:

I learnt lots about interacting with different cultures. I now understand a lot
more about Jamaicans and their culture, for example, knowing what to
avoid, and about their food and music.
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It impacted in a major way on my cultural sensitivity. I am now much
aware of differences in values, beliefs and lifestyles when dealing with people
internationally. As a result, I have become very conscious of the way I deal
with people from other cultural backgrounds especially regarding an under-
lying stigma towards that particular groups.

I can definitely see the huge benefits of the tour: it highlights areas for
future studies and possible employment. . . . you get to experience ‘work and
play’ in countries foreign to you and you meet great people. I have met
many persons whilst on tour and I am still in touch with many of them even
now.

Jamaica is one of the most important and rewarding experiences of my
life. I have enjoyed going around all the schools and absorbing the Jamaican
culture so much that I feel like an honorary Jamaican. The children at the
schools were some of the most welcoming and polite and friendly children
that I have ever met. Plus, they were really enthusiastic about their learning
and the way that they conducted themselves around the schools. I would
love to go back in a few years and see how much has changed. . . .

Others reflect on their experiences of visiting Albania:

While waiting at the airport, I found that I began to feel nervous about the
trip and what it entailed. I felt at ease with the people I was with although I
have never been to a country as deprived as Albania is, or should I say, as
deprived as I have heard it is. . . . It reminded me that money does not buy
happiness but it can help you lead to it.

It’s interesting to see the difference between the wealthy and the
poor in Albania, because although they are wealthy their wealth is not
as great as the UK’s when they all work just as hard, or harder. Unfair.
All so welcoming.

Parts of the town were rundown and untidy but the further up the hill
you get you get to homes like outs in interior. I felt very spoilt how I had
everything but a welcome seeped out of every crack—the people were some
of the nicest I have ever met and I felt that the people of Albania may not
have a lot, but they live with what they have.

DISCUSSION

Three discrete, yet overlapping themes—Admiration and Community,
Perplexity and Change, and Contextualising Capacity Building—have
emerged from the reflective findings presented above. These are discussed
in turn next.
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Admiration and Community

Overall, staff and students were appreciative of their time in the tour
country. They enjoyed meeting other staff and students, engaging with
persons from different school communities and visiting different institu-
tions. The ‘openness’ and ‘warmth’ experienced by staff and students was
noticeable amongst participants in all countries. For UK students the
physical display of affection and ‘warmth’ between staff and students in
tour countries, for example through ‘hugs’ and ‘high 5s’ was different to
what students were accustomed in England. Nevertheless, such observation
simultaneously highlighted cultural differences and pointed to a need for
increased cultural sensitivity (Anderson et al. 2006).

Similarly, both staff and students praised the teaching approaches
used by teachers and the resilience of learners. They commented on
the use and influence of music in teaching and learning and some wished
they could be taught cosmetology and agricultural science at school.
These important observations led students to feel empowered to ques-
tion and challenge their own educational provision and to agitate for a
different kind of learning experience. Additionally, both staff and stu-
dents were able to make links between their lives and the lives of people
throughout the world (DCSF 2009). This awareness of how other
teachers and students live, study and work, produced a deepened sense
of longing for home and a heightened appreciation for home and for the
facilities at their disposal (Woolf 2007). This was especially noticeable
amongst UK participants.

Both staff and students were surprised at the sense of community that
existed within schools and the involvement of the local community in the
life of schools. This was observation that could be ‘lost’ based on how the
data has been presented, although it is one that should not be ignored. On
its own, this sense of community is indicative of broader communitarian
tendencies in Malawi and Jamaica compared with England. Nevertheless,
these observations led both staff and students to commit to challenging
practices at school back home (Pariola and Pariola 2006).

Perplexity and Change

Staff and students marvelled at how creative teachers were; how resilient
teachers and students were; and how well students were learning. This
was an important observation across all four countries and across all four
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tours. Despite severe lack of material resources and a shortage of mate-
rial and equipment, students in Albania, Malawi and Jamaica were
stretched by their teachers’ creativity, underpinned by their desire to
be lifted from poverty through education. Many students and staff from
England struggled to keep back tears as they observed learning environ-
ments that were markedly different to their own. Some also felt guilty
for wasting some of their resources and/or for not taking better care of
resources they had. Similarly, Jamaican teachers and principals marvelled
at the quality and availability of resources available to students and staff
in England and wished they had ‘even a tenth’ of what staff/students in
England have. This paradox simultaneously places upon participants two
things: an understanding of the economic, cultural, political and envir-
onmental influences which shape our lives (DCSF 2009) and a socio-
cultural understanding of another place and space, not previously had
(Sachau et al. 2010) and not possible from remaining at home or from
textbooks. This first-hand experience of schooling outside their own
cultural and physical space (Taylor 1969) was as ‘eye opening’ as it
was challenging for them, prompting students and staff to committing
to developing a ‘worldly mindset’ (Mintzberg 2004) and cultural con-
nectivity (Harrison 2006).

Armed with new knowledge of context, staff and students are empow-
ered to engage in thinking and acting across cultures (Bikson et al. 2003)
with one student from England describing herself as an ‘honorary
Jamaican’ and pledging to return. Staff and students did not want simply
to return to their home countries and back to their previous lived experi-
ences. Instead, they wanted to connect with staff and students in tour
countries, and to find ways of developing and sustaining new friendships
and collaborative partnerships, underlining Sutton and Rubin’s (2004)
suggestion that study tours can lead to deeper understanding of [our]
global interdependence.

CONTEXTUALISED CAPITAL

The confluence of three kinds of capital is illuminated earlier. Personal
capital illustrated in spades in the way participants have reflected on their
experiences; the evidence illuminates the social capital generated as a result
of the methodology of this project; and the analysis mentioned earlier
demonstrates the decisional capital that has emerged, with the data reveal-
ing participants better able to make sense of their contexts having been
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exposed to different contexts. Their capacity to generate knowledge was
enhanced through the design of the programme and the reflective meth-
ods demanded throughout it.

Collaboration was promoted, because of the admiration that developed
and sense of community that grew, that enabled communities of practice
(Wenger 1998) to emerge. This in turn increases capacity because of the
growing capital. Yet,what is particular in this type of knowledge production is
the experiential element and the mobilisation of the knowledge being so
contextualised. The students and the adults are in the location together.
They are making sense of where they are and where they come from simulta-
neously. They are contextualising and decontextualising the educational case
studies. Capacity for school improvement is being built through this holistic
approach, which recognises the perplex complexities of inter-cultural under-
standing, that in turn demands change of oneself and one’s perspectives.

This third theme, therefore, builds on the previous two and finds a
perspective on the globalisation problematic. It is a perspective that recog-
nises the methodological power of the study tour programme and how
through international collaboration comes added value to the home school.
There are huge challenges to such a perspective towards a school curriculum
and pedagogy for globalisation becoming ‘mainstream’. Themost obvious is
cost. Another challenge is the ‘performativity’ (Ball 2012) agenda prevailing
in many schools making this type of programme seem the least of their
priorities. However, it is a change that the evidence does demonstrate
makes a difference to young people’s lives and consequently should make a
difference to the leadership of schools. ‘But before any of these changes can
happen . . .we first have to stop looking away’ (Klein 2015, p. 10).

CONCLUSION

At the time of planning the study tour to England in 2013, there were no
plans to engage in other tours. It was the success of the initial study tour
that led to further tours being organised to (and between) other countries.
It is significant the data provides triangulation amongst all four countries
and the different participants.

The objectives of the study tours have been achieved. There has been a
narrowing of the gap between peoples and places and there has been a
cultural introduction (and immersion) for participants, not obtainable
from textbooks. It should also be noted that through transformational
leadership, tour organisers provided participants with the infrastructure for
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capacity building that connects homes, workplaces and civic spaces
through the school networks (Wilkins 2013).

This study is an example of research that impacts because the data
collected came from participants’ completing diary entries regarding
their observations on tour and how they perceive the tours have impacted
on them. It did not seek to measure actual outcome (Chieffo and Griffiths
2004); thus, concerns about the validity of self-reporting, in particular in
relation to perceived change to understandings, could be expected.

Undoubtedly, those preferring more positivist methods of research
would criticise that this study was conducted with small cohort sizes, and
hence only descriptive and qualitative indications can be drawn from our
results. Quantitative data, such as responses to Likert-scale questions, may
have strengthened the results but depth of finding comes from qualitative
design. To have used closed questions for data gathering would have
undermined the ethnographic integrity of the participants’ reflections.
Confidence comes from the less structured way of collecting the data.
Indeed, in the words of Etherington (2004), ‘Auto/ethnography is a
word that describes both a method and a text’ (p. 140).

We therefore propose that the diary entries of participants are sufficient.
The notion of auto/ethnography being method and text is in how the
research process aims to make tangible the issue of capacity building
through study tours. A deconstructive approach is taken to understanding
participants’ experience, and a clear conclusion is that their voice is con-
tributing to knowledge production.

These findings however, important as they are for the field of educa-
tion, are not generalisable but instead should be seen as providing an
‘index of generalisability’ (Miller 2012b). We conclude that this is a field
of research that is worthy of further exploration and would champion the
idea that more institutions of learning adopt the methodological approach
to intercultural learning that is illuminated within this chapter. A long-
itudinal study in various schools would provide evidence of impact on
school development and subsequent improvement.
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