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Introduction

The focus of this book is the range of interpersonal skills associated with

leadership and management in education. We are addressing the range of

skills needed by leaders and managers and aim to provide them with fresh

insights on how they carry out their daily work in the dynamic world of

education.

The origins and ethos of the book

The origins of this book lie in a module that is part of an MA in educa-

tional management and leadership taught at the Institute of Education,

University of London. The module was originally developed by Anne

Gold for face to face teaching, and Anne has kindly written an impor-

tant chapter in this book on values in educational leadership. The face to

face module was then developed for use in distance learning by Marianne

Coleman and Derek Glover in an MA in applied educational leadership

and management offered by the External Programme of the University of

London and taught through the Institute of Education. Megan Crawford,

who has contributed a chapter drawing on her recent research on lead-

ership and emotion, has taught both the face to face and distance learn-

ing modules. As the main authors, Marianne and Derek value the experi-

ence and specialist knowledge that Anne and Megan have brought to the

book.

The book has developed well beyond its origins in the face to face

or distance learning iterations of the course. It also differs from other

books in the area of educational leadership and management as it is firmly

placed in the context of diversity and equity. The book has been written

to include the particular insights and skills that leaders in education need

to successfully lead and manage people within a culturally diverse and

inclusive society.

This book is intended for interested practitioners and for students of

educational leadership and management who might be studying for Mas-

ters, taught doctoral programmes or professional courses and who have

an interest in the promotion of social justice.
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Special features

The special features of the book include the following:

� The book aims to bring together theory and practice on aspects of

educational leadership and management.
� All the chapters include an illustrative scenario drawn from real

life situations.
� It encourages a reflective approach.
� Leadership is generally understood to be distributed rather than

vested in one leader.
� It promotes an ethical stance based on values of social justice and

equity.
� There is a focus on cultural diversity.
� The authors are able to draw on their own research.

Theory and practice

The first aim of the authors is to bring together theory and practice in

the context of leading and managing adults who work in education. Each

chapter focuses on an aspect of leading and managing and goes beyond

lists of ‘how to’, to examine some of the deeper theoretical issues that

relate to, for example, motivation, decision-making, communication and

difference.

Scenarios

The practical aspects of leading and managing are explored in every chap-

ter through a scenario drawn from real life illustrating relevant leadership

and management challenges. Through the scenarios you are invited to

examine your own values and understanding of your work in education

and to actively engage with theories and concepts that underpin the prac-

tical aspects of leadership and management in education. We acknowledge

our debt to our students and practitioners who have provided us with ma-

terial on which to base the scenarios. All of them are based on real situa-

tions, and also draw on the authors’ experiences as teachers, researchers,

consultants and governors. Details and names have been changed to pro-

tect the anonymity of students and institutions.

Reflection

In every chapter, readers are invited to reflect on their own practice in

light of the discussions. As leaders they are also encouraged to reflect on

the practice, taking time to consider the impact and consequences of their

actions and to practise empathy and emotional intelligence (Chapter 10

is devoted to the interplay of emotions and leadership).
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Leadership

Leadership is a huge area and this book is concerned mainly with aspects

of people management rather than, for example, strategic or financial

leadership. In practice, we tend to blur the distinction between leadership

and management, as it is often the same people who are undertaking

both. The authors see leadership as particularly associated with setting

the values and the vision of an organization or group, and management

as the more day to day enactment of the vision.

The authors also recognize that educational institutions normally have

a titular leader – it could be a principal, a head teacher, a vice chancellor –

but that it is now accepted that leadership can be distributed among a

range of people within the institution. The distribution of leadership rec-

ognizes that teachers and lecturers, who are professionals in education,

may exercise their own powers of leadership in the classroom, or in a

tutorial situation. They may also lead a team or a department or have

other cross-institutional responsibilities for example relating to the de-

velopment of information and communication technology (ICT) or for

pastoral work.

The ways in which leadership is exercised by individuals will depend on

the prevailing culture and leadership style which normally emanates from

the senior leader(s). You are likely to have some knowledge of the range

of leadership styles, but for an authoritative review see Bush (2003). The

extent to which leadership is successfully distributed will depend on the

development of a clear and inspiring vision and values for the organization

and the communication of the vision and values.

Social justice and equity

There is current interest in the importance of moral leadership and of

values in leadership (see for example the National College for Leadership

of Schools and Children’s Services website: www.nationalcollege.org.uk).

This book holds values in leadership and management as central to prac-

tice. The values upheld in the book are within a stance of social justice

and democracy and the promotion of equal opportunities and inclusivity

and the valuing of diversity. Chapters 1 and 2 focus on these areas.

Cultural diversity

An important feature of the book also arises from social justice and it is a

focus on cultural diversity. Schools and colleges in the UK and throughout

the world are increasingly peopled by students and staff who come from

diverse ethnic, cultural and religious backgrounds. Most of the books con-

cerned with educational leadership and management tend to presume a
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homogeneous staff and student body and those written in the UK are

generally anglo-centric in their approach. This book is written by UK

authors who have wide experience of working internationally, who are

able to present leadership and management insights from international

sources and a range of cultures. The book is therefore appropriate for edu-

cationalists of the twenty-first century operating within the confines of

a particular country, in this case the UK, but actually inhabiting a global

environment. However, the authors recognize that the book is rooted in

Western concepts of democracy.

As you read this book it will be useful to bear in mind a particularly

helpful theory developed by Gert Hofstede (1991), who identified five

dimensions relating to cultural differences between nations. These are:

� Individualism–collectivism: the degree to which people value the

individual or the group. In Western cultures like the USA and the

UK the individual and individualism is greatly valued. In China,

for example, there has traditionally been greater value placed on

the group or the family than the individual.
� Power distance: the social and emotional distance between leaders

and led. Again in the USA and other Western countries there is

relatively little power distance between an employer and an em-

ployee, and greater distance in more formal societies.
� Uncertainty avoidance: this dimension relates to the extent that

people feel threatened by unknown or uncertain situations.
� Masculinity–femininity: this dimension refers to the stereotypical

idea of masculine values of achievement and feminine values

which are more people oriented, valuing good relationships.
� Long-term versus short-term orientation.

It is possible to ‘map’ the position of countries on the Hofstede dimen-

sions. However, it is also worth remembering that positions do not remain

static; social and technological change take place with increasing contact

between workers in different countries. For example Chen et al. (2005) ex-

pected that Chinese subjects who they studied working in the field of tech-

nology would avoid conflict (in line with uncertainty avoidance and loss

of face) but this was no longer the case as: ‘the top management teams . . .

confronted so many conflicts in the high technology environment of the

rapidly developing Chinese marketplace that avoiding conflict was clearly

understood to be unrealistic’ (Chen et al. 2005: 292).

Drawing on original research

Throughout the book you will find references to the research that the

authors have undertaken and which they draw on to illustrate aspects
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of their chapters. All authors have researched widely, but the areas that

they draw on in the book mainly relate to diversity including ethnicity

(Derek and Marianne), gender (Marianne), values in leadership (Anne)

and emotions and leadership (Megan).

The content of the book

Leaders in education are faced by a rapidly changing context and do not

always have time to reflect on what the changes actually mean, and how

to operationalize them. The authors hope that this book will help them

reflect on their practice as they lead and manage the staff in their schools

and colleges.

Chapter 1 focuses on the conceptual nature of diversity and, through a

real example of a head teacher’s dilemma, brings out some of the difficult

issues that relate to leading and managing the staff and other stakeholders

in a modern urban school. Leading with values is a core theme of the book

and Chapter 2 by Anne Gold focuses on this area. Chapters 1 and 2 both

emphasize the need to take time to reflect on what you consider important

in leadership.

Chapter 3 takes the issue of values and leadership to consider how

best these are communicated in an educational institution, focusing then

on the ways in which communications can be effective in groups and

between individuals. Chapter 4 looks at a vital aspect of leadership and

management, that of decision-taking and then considers how best to go

about the management of conflict where decisions are disputed.

Chapters 5 and 6 look at the related areas of motivation, delegation and

performance management, while Chapter 7 is concerned with working in

and with teams and Chapter 8 the related area of leading and managing

the meetings that tend to play such an important part in teamworking.

Chapter 9 focuses on the importance to individuals and their organi-

zations of both time management and the management of stress, while

Chapter 10 considers the still new and exciting juxtaposition of emotions

with leadership. Chapter 11 brings the book to a close by focusing on how

adults and their communities learn for the development of both individ-

uals and their institutions.

It is unlikely that a book of this type will be read from start to finish,

but you will find that there are many links between the chapters and

every effort has been made to ensure that the reader is aware of the

links.

We hope that the book proves to be of practical use and that it provides

you with fresh insights into leading and managing within the dynamic

world of education.
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diversity and social justice

Social justice and the valuing of diversity are the principles that underpin

our approach to leadership in this book and we hope that this approach

will provide you with new and valuable insights into educational leader-

ship and management. This chapter specifically focuses on diversity and

social justice, clarifying what we mean by those terms. Through the pre-

sentation and discussion of a true incident we then explore some of the

implications for leaders in education.

What do we mean by diversity?

In general speech ‘diversity’ means ‘many and different’, but when cur-

rently used in relation to people, it is a word that has political overtones

and is continually undergoing subtle changes in meaning. It is increas-

ingly equated with ethnicity, but can also have a wider definition (as it

does in this book), encompassing gender, disability, religion and age: areas

that are now subject to laws relating to equal opportunities in the UK.

Some of these differences are obvious and affect our perceptions of

people, for example gender and age. Other differences are less obvious;

for example class, or even differing personality types. The work of Belbin

(1993) (see Chapter 6) focuses on this latter type of diversity and indicates

that teams work better when they include a range of different personality

types who complement each other. Diversity can therefore celebrate dif-

ference, but the other side of the coin is where somebody who is ‘different’

is judged against the majority or against an ‘in-group’ and their difference

is somehow perceived as problematic.

The ‘differences’ between people that are implicit in the word diversity

can and do cause conscious and unconscious hostility between individu-

als and groups and the differences are numerous: ‘Diversity, in its broadest

sense, has been defined as anything people could use to tell themselves

that another person is different’ ( Jehn et al. 2008: 128). As people perceive

others, they tend to categorize them and make use of stereotypes in doing

so. This categorization occurs more easily with obvious physical and visi-

ble manifestations of difference, for example, skin colour or some types of
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physical disability, whereas stereotypes relating to non-visible differences

such as class often arise from our understanding of power relations, for

example employment status. Stereotyping saves us time in allowing quick

judgements, and generally works to preserve the status quo (Fiske and Lee

2008). This is not to the advantage of newcomers, who are then likely

to be regarded with hostility as ‘outsiders’. People hold onto and justify

their stereotypes and tend to have selective recall that supports their be-

liefs. There is a tendency to relate most easily to those we identify as most

like ourselves. It has been known for some time that the ‘gatekeepers’ who

make up selection panels have a tendency to appoint people in their own

image (Morgan et al. 1983). This discrimination may be unthinking and

simply reflect the internalized categorization of groups:

Outgroups do not necessarily have to be hated to be targets of dis-

crimination in hiring and promotion: more often, they are con-

sistently passed over for others in the in-group, so they are in fact,

excluded.

(Fiske and Lee 2008: 21)

Social justice

The ideal of social justice provides an impetus to overcome discriminatory

behaviour towards ‘outsiders’. It recognizes that people are not treated

equally, and implies intervention to change institutions and society to-

wards being more just. Social justice is an overarching ideal, but it can

inform the ways in which individuals, groups and institutions operate at

all levels. Social justice is a liberal stance, placing value on each individual

with a sense of: ‘insistence on the separateness of one life from another,

and the equal importance of each life, seen on its own terms rather than

as part of a larger organic or corporate whole’ (Nussbaum 1999: 10).

The business case for diversity

Social justice forms the main case for valuing diversity, but the second

basis is the so-called ‘business case’. This is the recognition that economic

and other decisions might be better if we are ‘making maximum use of

the talent available in the labour pool’ (Kulik and Roberson 2008: 265)

rather than exclusively by those who are most likely to be in powerful

positions; generally in Western societies, white, middle- and upper-class

males (Equality and Human Rights Commission 2008). There is increas-

ing recognition that a broader base for decision-making makes good eco-

nomic sense. For example, including women in boards of directors, most

of which have been all male, seems sensible, particularly as most consumer
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decisions are made by women. Research in the USA has shown that having

three rather than the token one or two women on a corporate board im-

proves the quality of decision-making and ultimately profit levels (Kramer

et al. 2006) although there are contradictory findings relating to the link

between diversity and work output (Jackson et al. 2003). However, there

is a strong moral and practical argument that:

Civil society depends on an appreciation of diversity – especially

within the modern world of global communication, travel and

trade. Successful societies can no longer sustain themselves if they

are based on homogenous communities and are at war with those

who are different from themselves.

(North West Change Centre of

Manchester Business School 2002: 1)

Diversity in education

The social justice and business case for diversity both apply in educa-

tion, if we are to fully prepare young people for the globalization of the

twenty-first century. As educators it is important to be aware of different

viewpoints and to be free from the constraints that a single viewpoint

brings. We need a more incisive and uncluttered view of society:

Although we know that one pair of glasses does not fit all, as a cul-

ture, we are expected to use a common lens to view our world. This

lens is a lens ground in the framework of the dominant culture.

As a result we come to know our world through images that reflect

the deeply embedded values and beliefs derived from a dominant

culture of white, middle-class heterosexual males. Other perspec-

tives which do not reflect the norms and standards of this domi-

nant culture become blurred or rendered invisible.

(Gosetti and Rusch 1995: 14)

Reflection

Looking at society through a lens that is not that of the dominant culture

can be both exciting and instructive.

The introduction to this chapter has briefly reviewed the concepts of

diversity and social justice, considering the ‘natural’ tendency to brand

people who are different from the norm as ‘outsiders’ and then reviewing
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the social justice and business arguments for increasing diversity. This

implies overcoming the natural tendency to label and stereotype which

can lead the way to prejudice and discrimination.

The following example is an account of a true incident in an urban school

in the UK with an ethnically diverse student intake.

Scenario: Racism in an English school –
the head’s story

One of the most difficult situations that I had to deal with in my first year

of headship was responding to an incident which occurred outside of

school but which was very much connected to events that had happened

during the school day. For me it highlighted how the values of the head

teacher, in terms of social justice and equity, must be translated into the

practice of leadership and decision-making.

The individual students concerned

James is a white boy of middle-class parents. They had reluctantly sent

James to the local school at his request. At the time of the incident James

was a very happy and settled student who enjoyed school, attended well

and made a positive contribution.

Dwayne is a ‘looked after’ child of dual heritage with a very

troubled past and was on the verge of permanent exclusion from his

primary school. At the time of the incident, he had settled very well at

secondary school and was thriving from the support he was being given.

He had received no other exclusions during the year.

Aaron, Jamahl and Leon are pupils of black Caribbean heritage.

What occurred

During the spring term a year 7 boy (Dwayne) had an altercation with a

boy from year 8 (James) at lunchtime during which threats were made

about following this up on the way home. It was unclear as to who had

instigated the conflict and James did not think at the time that the threats

were anything more than bravado. None of this was reported to a member

of staff.

On the way home James, who was walking with two friends, became

aware that he was being followed by a group of students from a range of

years and led by Dwayne. About half a mile from school Dwayne rushed

at James and kicked him; he encouraged three of his friends Aaron, Jamahl

and Leon, who were also in year 7, to join in and they punched him. A
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large group of students (around 30) had gathered to watch. The assault

was stopped when a member of the public pulled up in their car and got

out to help James. At this point the crowd dispersed and James was taken

home by the car driver. His parents took James to hospital for examination

but he did not need any treatment.

The follow-up

On being informed of this incident the following morning, the school

set about the usual investigations. The police had also been informed

by James’ parents and were conducting their own investigation. I took a

decision fairly quickly to exclude all four boys for varying lengths of time.

This was based on my knowledge of the students and my perception that

the boys were all part of a friendship group and the involvement of Aaron,

Jamahl and Leon was spontaneous rather than premeditated. In addition

to the exclusions, I wrote to the parents of all the students who had been

identified as part of the ‘crowd’ and spoke to all students in assemblies

to appeal for further information. I decided not to permanently exclude

Dwayne but to go for a fixed-term exclusion which involved the governing

body and a plan for reintegration. I suggested a compromise of a fresh

start at another school but, rightly, Dwayne’s social worker would not

support this. Dwayne was out of school for 60 days in total.

The aftermath

From the outset, James’ parents began a campaign to brand the inci-

dent as a racist attack by a black gang. They tried to mobilize a group

of parents from the feeder primary school that their son had attended,

encouraging them to boycott the school. They threatened press involve-

ment, contacted their local Member of Parliament (MP), councillors and

the local authority. I maintained my stance and my rationale, stating that

as head teacher I reserved the right to make decisions that were in the

best interests of all parties, not just their son. I was certain that I had be-

haved justly and that the sanctions applied were appropriate. Dwayne’s

social worker was in support of the decision and wanted Dwayne to re-

main at the school where he had been making good progress until this

incident. James returned to school for a time but was then withdrawn by

his parents, against his wishes. I had several heated telephone conversa-

tions and exchanged letters with James’ parents, particularly his mother,

who would not accept my decision and continued to lobby for it to be

overturned. I too contacted the local authority for advice. James’ parents

were also pressuring the police to take serious action and succeeding in

persuading them to charge Dwayne for racially aggravated assault.
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Turning points

The campaign reached a peak when, on the night of the school’s open

evening for parents of prospective year 7 students, James’ parents leafleted

those attending with a piece of propaganda describing the black students

in the school as a gang who prowled the site looking for victims. By this

time, James had returned to school, although Dwayne was still excluded.

On the open evening James was in school helping staff as his parents were

campaigning on his behalf at the school gates. I asked his mother how she

could reconcile her lack of support for the school with James’ contribu-

tion to the school; she could not offer a response. I was so incensed that

I felt it necessary to take action, first, by explaining in my address to the

prospective parents what the leaflet referred to, and second, by challeng-

ing the overt racism expressed by James’ parents. As a black head teacher

I found the leaflet’s description of black students personally offensive. I

was incensed by the fact that a friendship group was being called a gang

and the students likened to animals. In response, I wrote a strong letter

to James’ parents to the effect that the local authority legal team would

be looking into the situation and expressing my view that they were in-

citing racial tension in a school with a strong record of racial harmony.

The leadership team and the governing body were in full support of my

actions.

A further incident highlighted James’ parents’ beliefs. James had been

hit accidentally during a physical education lesson; his father came to

collect him from school and the first thing he said to James was ‘Is it those

niggers again?’. This was reported to me immediately by my colleagues.

Again I wrote to the parents with further ammunition to support my

perceptions about their racism. I received an apology for the use of the

racist language and as it became clear that I was not going to change

my stance, they realized they had been exposed and we needed to find

a way forward. The police by this time had made a prosecution; Dwayne

had pleaded guilty to assault. The additional charge of racially aggravated

assault was dismissed.

Resolution

It is over a year since the incident. James continues to attend school and

Dwayne has returned full time. James’ parents were offered mediation

with the parents and carers of the other boys but declined. The boys

were monitored very closely and have had little or no contact with each

other since the incident. The boys are now in years 8 and 9 and both

are doing very well. Dwayne has been involved in no further exclusions.

James’ parents have made no further complaints to the school.
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This scenario raises many issues, and we are identifying four that relate to

leadership.

First, this was a very tricky and heated situation where it was vital to

take quick and principled action. In this case the staff and governors were

fully behind the actions taken. We do not know much about the school,

but it is likely that there have been previous efforts to ensure that staff

and governors share the same values (there will be more discussion on

this in Chapter 2). It is important that values in a school are not taken

for granted and that time for reflection and discussion of values is avail-

able, particularly if there is a desire to change the culture. Structures that

support equity and diversity may be helpful in altering the culture.

Second, the values of the head teacher were that all pupils had to be

cared for, perhaps particularly those that are most vulnerable. Working

with the social worker, the head therefore found a solution that kept

Dwayne in school. His permanent exclusion from a school where he was

making good progress would not have been at all helpful to his future

well-being.

Third, there are very important issues of overt racism from the parents

who tried to influence the wider parent body and the community. James’

parents were not enthusiastic about sending him to the school in the first

place, presumably because of its ethnic diversity. They tried to rally other

parents from the feeder primary school to share their opinions and did

their best to undermine the open evening where their son was actually

assisting. They also tried to stir up feeling by contacting the press and

continued to ratchet up the racial nature of the incident. It is important

that governors and other stakeholders such as feeder schools, parents and

the wider community see the school modeling good practice. Reputation

management is difficult. As mentioned earlier, stereotypes are quick and

convenient; people will easily latch on to and believe stories that support

their beliefs about ‘outsiders’.

Fourth, another important aspect of the incident and its management

was the fact that the head teacher is from an ethnic minority and this

adds another level of potential tension. The proportion of teachers from

black and minority ethnic (BME) is much smaller than the proportion

of students in England (Department for Education and Skills (DfES) 2006;

Department for Children, Schools and Families (DCSF) 2008) and the pro-

portion of BME head teachers is tiny (Coleman 2005). One of us undertook

a small research project among BME deputy heads in London that indi-

cate perceptions of racism and that promotion for BME senior staff may

be particularly difficult in the secondary sector (Coleman and Campbell

Stephens 2010).

We will now explore some of the implications for leading for diversity

and social justice in education illustrated by the scenario above, starting
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from the point of view of the individual and their own ‘critical conscious-

ness’ (Capper et al. 2006). We are increasingly aware of diversity issues

for pupils and students (Lumby 2008). However, less attention has been

paid to diversity among the adults who work, lead and manage within the

field of education. This section of the chapter is focusing particularly on

leadership for and with diversity among adults working in education.

The individual and critical consciousness

As we noted in the introduction to the chapter, it is important for leaders

to be able to adopt a different lens to look at the world. Writing about

racism in schooling in England, David Gillborn (2008) adopts critical race

theory (CRT) to dissect the ways in which the media in England tend

to place white working-class boys as ‘the victims of ethnic diversity in

general and race equality in particular’ (Gillborn 2008: 234) because they

are achieving poorly. By implication black and minority ethnic students

are being ‘blamed’ for the poor achievement of white working-class boys.

Gillborn (2008) also points out the ease with which individuals may be

drawn unthinkingly by the media into classifying race as a marginal prob-

lem. A qualitative study of pre-service teachers in Australia (Santoro 2009)

indicates that those who are from an Anglo-Australian background have

limited understanding of other cultures despite the fact that it is a country

where over 200 languages are spoken. The study found that the student

teachers, and indeed their supervisors, tended to stereotype their pupils

from other (non-Western) cultures, such as Vietnam or Turkey. In addi-

tion,

The pre-service students had little awareness of their own subject

positioning in relation to ethnicity. They understood ‘ethnic’ as

a label for ‘others’ but not themselves. For example, Jody says in

response to a question about how she understands her ethnicity:

I’d always assumed that I had none.

(Santoro 2009: 40)

In our research and elsewhere we have noticed that there is also a per-

ception, particularly among younger women, that gender is no longer

a discriminatory issue. However, statistics show (Equality and Human

Rights Commission 2008) that there is still a ‘glass ceiling’ although it

is possible that it has moved upwards, and there is still a substantial pay

gap between men and women. At the current rate of change it will be 2225

before there are equal numbers of men and women in the boardrooms of

the UK (Russell 2009: 29). The examples quoted here are about ethnicity
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and gender, but a similar ignorance or downgrading of out-group charac-

teristics can apply to any aspect of diversity.

Leaders in education may benefit from ‘auditing’ their own views and

encouraging and leading their staff to do the same (Begley 2003). A level

of reflection, or ‘critical consciousness’ (Capper et al. 2006), is important

to cut through the stereotypes and generalizations that can cloud judge-

ment. This is particularly the case for those who are setting the ethos of

an organization. They may also draw from the diversity around them.

Discussing the leadership of multiethnic schools, Shah (2008: 530) draws

on the Muslim concept of Adab as a tool for leaders, arguing that this

(roughly translated as respect) ‘underpins diverse aspects of relationships,

celebrates diversity, supports vulnerability, rejects discrimination (racism!)

and promotes innate human dignity’.

Reflection

Do you take time to think about your basic value stance? Do you encourage

staff to think about the values of your organization?

Changing the culture

Leaders in education and elsewhere have power and influence to change

the culture of the organization and to overcome cognitive and structural

barriers faced by individuals and groups in order to work towards valuing

diversity. Leaders of an organization have a particular role in changing

the culture. Leadership is closely associated with vision and values (see

Chapter 2) and managing a change in vision and values is a prime aspect

of the leader’s role. We do not know how much change the head teacher in

the scenario had initiated in the school, but there was confidence that the

staff and governors were solidly behind the head teacher and it therefore

seems likely that values and vision were shared throughout the school.

In a case study of the management of change in a higher education

institution (Robertson et al. 2009: 33), the leadership team initiated the

development of ‘whole staff shared understanding and ownership of a

vision of “inclusive education”’. The process took two years and was fo-

cused on three whole staff development days. The days built on each

other, and made use of external experts to draw thinking from the whole

staff rather than have change imposed from the top. It was intended to

give a sense of ownership, and all academic and administrative staff were
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included: ‘activities were undertaken which challenged staff to focus on

their own identity/diversity, to review values and vision and to explore

what [the institution] wants to say about itself regarding diversity and

equality’. Over the time period there was evidence of real change which

was judged successful because, although initiated from the top, the ma-

jority was ‘gradually involved in co-constructing’.

One of the key findings of research carried out on successful leader-

ship in multiethnic schools in England (Walker et al. 2005: 3) was that it

is ‘based on the articulation and implementation of explicit values that

promote an agenda of equality, fairness and respect’ and that these lead-

ers define their leadership ‘in terms of their commitment to principles of

social justice’.

Integrity of values

If each individual is to be valued, it is likely that leadership will not reside

solely in a person or people at the top. In the college example above, the

leadership team might have initiated the discussion of inclusive educa-

tion, but all staff helped develop the further days, and group leaders took

responsibility for the initiative. Discussing inclusive leadership in schools,

Ryan (2006: 14) states that: ‘Truly inclusive leadership in education needs

to run deep, ensuring that all members of the school community and their

perspectives are included fairly in all school processes.’ Inclusive leader-

ship is illustrated by the head teacher’s action in the scenario, where the

view is taken that all those in the school deserve the same consideration.

The ethos and values endorsed by the leaders of an organization have

been shown to have an impact on diversity. In respect of employees with

disabilities, Stone and Collela (1996) have identified the values that help

or hinder the employment of potentially disadvantaged employees:

In particular we believe that the values associated with compet-

itive achievement, rugged individualism, self-reliance, in-group

superiority, or conformity in appearance may negatively affect

the degree to which disabled individuals are viewed as qualified

for jobs. However, when organizations value social justice, egal-

itarianism, and engender norms of cooperation and helpfulness,

disabled individuals should be viewed as more suitable for jobs

and more capable of making contributions to the organization.

(Stone and Collela 1996: 373)

Just as equal opportunities legislation is necessary if not sufficient to bring

about a change in culture, structural changes within an institution can

help to underpin a change and set an ethos that is helpful in ensuring

that everyone is conscious of the issues relating to diversity.
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Useful structures

Policies relating to diversity and social justice often relate to students

rather than staff in higher education (Deem and Morley 2006). However,

there is evidence of a growing positive effort relating to diversity in the

sector. In some cases diversity is central to the ethos in higher education.

As part of a recent research project, one of us received this statement from

a senior university figure:

We concentrate on diversity. Everyone has diversity training and

induction. This includes awareness of family responsibilities, and

religious differences. We monitor the statistics for gender, ethnic-

ity, disabilities and have targets. We look at all advertisements for

jobs, and at interviews and other types of assessment, to ensure

they are diversity friendly. We have a strong flexible employment

policy. We have a special initiative to encourage women in to the

professoriate. For senior positions we make efforts to seek out a

diverse range of applicants. The application processes are checked

to ensure that they will bring out the best in the applicants.

(Coleman, previously unpublished data)

The structures mentioned in this extract help to ensure that the vision

and values that are so vital can be carried through in practice:

� Diversity training and induction
� Having clear targets for diversity
� Monitoring of the targets
� Checking wording of advertisements
� Checking interviews and other forms of assessment
� Flexibility for those with family responsibilities
� Making efforts to attract diverse candidates for senior positions.

A policy on equality and diversity would include careful monitoring

of all recruitment and appointments and take a proactive stance towards

those groups and individuals who may have been overlooked or penalized

in the past.

Reflection

What does your institutional policy on diversity and equality cover? Might

there be useful additions?
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Professional development

A day spent considering the values of an organization or a day on the

development of a diversity policy could be the focus of a programme

of staff development. This could also form the basis for mainstreaming

diversity; that is, putting it as central to all aspects of policy and practice

in the institution.

As in the case of the higher education institution mentioned above

(Robertson et al. 2009) professional development in the form of training

days should be inclusive not only of all staff, academic and administra-

tive, but of the governors, who often act as gatekeepers when they recruit

and interview prospective senior staff. My research with both women and

BME staff has indicated that governors tend to be particularly stereotypi-

cal in their views about leaders (Coleman 2005; Coleman and Campbell

Stephens 2009).

In addition to organizing professional development focusing on under-

standing and valuing diversity for all staff, there is the possibility of orga-

nizing professional development specifically for potentially marginalized

groups. For example there could be a women’s network, or leadership

courses specifically for women or ethnic minorities. Women who belong

to women-only groups enjoy and benefit from the freedom of single-sex

gatherings. In research one of us did with a group of women secondary

head teachers, not only was the group a source of professional support

and development but also:

We could meet and let our hair down, say ‘how do we cope with

this?’ We could not do that in a mixed group. Men would appear

to have the answers even though they did not.

(Coleman 2009a: 9)

The leadership course ‘Investing in Diversity’ that has operated in

London for several years draws its members from BME teaching staff

in schools. When we undertook an in-depth evaluation of the course

(Coleman and Campbell Stephens 2009) we found that the participants

were often adamant that they do not want positive discrimination. Des-

pite this, the participants rate highly the benefits of a BME-only course

because they can compare experiences. Typical comments on what was

best about the course include the following:

� Meeting colleagues who understand the issues of being a black

leader.
� Being able to have honest discussions knowing that they are con-

fidential.
� Experiencing trust and support.



18 Educational Leadership and Management: Developing insights and skills

Mentoring and role models

Mentoring is a particularly useful form of professional development, not

only as part of an induction for new recruits to teaching or any other pro-

fession, but also as part of an induction for promoted posts. It is discussed

further in Chapter 11. It can be used for supporting individuals who face

the additional difficulties of overcoming stereotypes and prejudice.

Mentoring includes many functions. Initially these might include pro-

viding a safe listening ear and offering support with problems. Once the

mentee has begun to settle in, mentors can act as coaches, providing a

more challenging type of support as the mentee grows into the job and

the pair get to know and trust each other more. Although mentoring is

highly valued, there can be problems. These are mainly to do with match-

ing mentor and mentee, ensuring that mentors have appropriate training,

and then giving sufficient time for the relationship to be useful. Where

people are coming from diverse backgrounds, pairing will need particular

attention. Some individuals may feel happier being mentored by someone

who shares the same background as them, but this is not always achiev-

able since senior people tend to be those of the ‘insider group’. In fact

mentoring of an ‘out-group’ individual by someone from the in-group

may have benefit. Some women have spoken highly of being cham-

pioned by men, as the men are likely to have more contacts, influence

and power than women. Nevertheless, where mentoring of ‘outsiders’ is

undertaken by members of the in-group, there may be additional prob-

lems. Ragins (2002) identifies challenges where the ethnicity or the gender

of the mentor and mentee are different. Some of the issues relate to sen-

sitivity about the use of stereotypes, and difficulties with the pairs feeling

comfortable in talking about diversity issues. Strategies to deal with such

difficulties include the use of role modelling, and attending diversity train-

ing and consciousness-raising sessions together. It was found that while

some pairs managed the relationship by absolute avoidance of diversity

issues, others took an approach of active confrontation. The most impor-

tant strategy that the pairs adopted was clarifying the ground rules under

which they operated.

An innovative way of ‘reverse’ mentoring that focuses on diversity has

been adopted in a commercial environment where a senior person who is

aiming to be inclusive is mentored by a younger person who is an ‘outsider’

in some way (Ian Dodds Consulting 2006). The senior person who is the

mentee in this case is then coached by the more junior mentor, who can

suggest how the leader can work even more successfully with and for

diversity.

Resources may mean that formal mentoring cannot be offered, but

the simple device of ensuring that there are diverse role models has a
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very powerful effect. In the following examples taken from research that

one of us undertook in 2008, simply seeing role models who were of the

same ethnicity enabled two BME women teachers to aspire to promo-

tion:

[I] saw that the deputy head at her daughter’s school was black

and thought: ‘If she can do it I would love to do it too’, she was a

positive role model and this led me into teaching.

Similarly:

In my second school we had OFSTED and the inspector was a

black lady, and that inspired me. She did not say anything to me,

but seeing her as a professional black woman inspired me to do

more.

(Coleman and Campbell Stephens 2009: 30)

In a study of an all-women network of secondary head teachers

(Coleman 2009b: 4) the women heads ensured that they had equal op-

portunities in their own schools. They talked about ‘bringing on’ women.

By this they did not mean affirmative action but the application of equal

opportunities so that women were considered for roles where they had

previously been excluded. One of the women stated: ‘If we could not do

it [develop female leadership] we cannot expect males to do it.’ She went

on to say:

When I took over the headship you had to go down the rankings

15 places to find a senior woman in the school. . . . It was about

50/50 men and women, but all the promoted posts were male and

all the teaching staff and support staff except for technicians were

women. Now we have a balance on everything.

This approach is an example of how it is possible to model good practice

to the institution and to the wider community.

Reflection

Is attention given to the impact of role models in your institution?
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Modelling good practice and
reputation management

In the scenario that provides the illustration for this chapter, you sense

how the action of a few parents could have an inordinate effect on the

reputation of the school. Working with parents is notoriously difficult.

Harris and Goodall (2008: 286) point out that: ‘parental engagement in-

creases with social status, income and parents’ level of education’ and that

‘differential strategies are needed to secure the engagement of a diverse

range of parents’. However, the same research concluded that there comes

a point where disproportionate efforts to reach a small hard core of par-

ents who were resistant to coming into school were probably not worth

it, and that the effort was better put into working with those parents who

are already engaged. Ryan (2006), writing about Canada and England,

points out the importance of not being too confrontational about issues

like combating racism as it can create resistance and anger:

The best route to take, then, is one that is positive without al-

lowing people to be too comfortable with themselves and that

prompts them to reflect on the present state of affairs but doesn’t

produce the fear and guilt that trigger further conflict. This strat-

egy recognizes that people make mistakes and that these mistakes

should be acknowledged and discussed in a constructive manner.

(Ryan 2006: 112)

It would be possible for the local press to blow up an incident such as that

reported in the scenario and to misrepresent what had actually happened.

The local feeder schools and their parents need to understand what the

issues are and to be clear about their motives for choosing a secondary

school for their children. Foskett and Hemsley-Brown (1999) identify two

sorts of communications between a school or college and the wider com-

munity. One is ‘sales communication’ concerned with the recruitment of

students or pupils. The other is ‘relationship communication’ concerned

with media relations, alumni associations, parent teacher associations and

newsletters.

The more that a school or other educational institution has integrated

its values into the thinking of staff, students, governors and parents, the

easier it will be to ensure that a united front is presented to those who

are outside the immediate boundaries. For example Foskett and Hemsley-

Brown (1999: 222) identify the fives Cs: ‘consistency, clarity, concern, co-

operation and confidence as key components of the interface between the

institution and the community’. It is important that individuals or groups

are identified who will take responsibility for fostering relationships with
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the wider community including businesses, feeder institutions and the

media so that there is a clear channel of communication at all times, but

particularly when there is a newsworthy incident.

As the scenario illustrates, where BME candidates hold high profile

roles, care in the relationship with the community and the media may

be particularly necessary.

Diversity and educational leaders

Educational leaders do not represent the diversity that might be found

among students and pupils and the community as a whole. Even in pri-

mary schools where the majority of head teachers are women, men are

proportionately more likely to become a head. Outside the large conur-

bations, women are very much in the minority in leadership positions in

secondary schools (Fuller 2009). The proportion of leaders from a BME

background or who have any form of disability is very small (Coleman

2005). Issues such as sexual orientation rarely surface and are regarded

as extremely sensitive (Lugg and Tooms 2010). Those who can be vis-

ibly identified with a religious faith, for example some Muslims, find

that they may be excluded from promotion (Shah and Shaikh 2010). Re-

search with BME leaders in England in schools and colleges (McKenley and

Gordon 2002; Bush et al. 2005, 2006; Mackay and Etienne 2006; Coleman

and Campbell Stephens 2010) has shown that there is an undercurrent of

racism which impedes career progress.

Given these circumstances it is particularly important that leadership

training includes training for social justice and awareness of diversity

issues. In a wide-ranging review of the leadership training for head teach-

ers in England, Brundrett and Anderson de Cuevas (2008) identify as a key

concern:

A re-examination of the curriculum content of leadership prepa-

ration programmes to ensure that key topics are included that

assist school leaders in developing the reflective consciousness,

knowledge and skill sets required to lead on issues of social

justice.

(Brundrett and Anderson de Cuevas 2008: 258)

Summary

In this chapter we have stressed the need for a conscious consideration

of and reflection on the values adopted by individuals towards issues of



22 Educational Leadership and Management: Developing insights and skills

diversity, stereotyping and discrimination. Within an approach that val-

ues individuals equally it should be possible not only to eliminate discrim-

ination but to value the diversity of the individuals and their contribution

to the organization.

The main issues that were considered in this chapter were the promo-

tion of equality and valuing of diversity through:

� Having regular discussions of values
� Establishing understanding among the stakeholders
� Establishing a policy and other structures to support diversity
� Using professional development for all and consideration of

focused professional development for specific groups
� Recognizing the importance of mentoring and role models
� Modelling good practice to the community
� Implementing reputation management
� Acknowledging the importance of including social justice issues

in training for educational leaders.

The issues of diversity and social justice underpin what you will be reading

in the rest of the book.

Further reading

For more about the theory and practice of leadership and diversity take a

look at: Lumby, J. with Coleman, M. (2008) Leadership and Diversity:

Challenging Theory and Practice in Education. London: Sage.

A clear account drawing on practice mainly in Canada: Ryan, J. (2006)

Inclusive Leadership. San Francisco, CA: Jossey-Bass.



2 Leading with values

Anne Gold

In an educational organization, why are values important in underpin-

ning leadership actions and decisions? How might clear leadership values

lead to principled decision-making? What happens when values conflict?

How might conflicting values be brought towards agreed outcomes that

satisfy everyone concerned? Do all ‘good’ educational leaders hold the

same values? How are the articulation and transparency of leadership

values possible? In what other ways might clear leadership values help

a leader to respond well to the challenges of working in an educational

organization?

In this chapter and the book as a whole, discussions about values are

illustrated within a framework of social justice and democracy. Within

this framework, it is taken for granted that an underpinning value such

as ‘fairness’ leads to a form of social justice that relies on democracy to

develop and support it. Such a political and social way of organizing civil

life is taken for granted in many countries, but it may be seen as a luxury

in others and feared or mistrusted in yet others. We recognize therefore

that some of our assumptions about the ‘best’ way of leading educational

organizations might be seen as Western or anglophone, but this is the

academic and scholarly paradigm within which we work.

The chapter begins with some quotations about values and educational

leadership in order to set out some of the current discussions. There fol-

lows an example of a situation in which several people who have lead-

ership responsibility and share an equally strong commitment to the

well-being of an educational organization hold conflicting views. This

illustration is drawn from many years’ experience as a school teacher, a

university teacher, a researcher and a school governor. Although it takes

place in a very English school, bounded by English education laws, and

appearing to rely on very British ways of negotiating (or not) a lack of con-

sensus, we believe that it shows some universal and important dilemmas

and discussion points.

In this case, the organization is a large secondary school, but the issues

raised in the discussion could be linked with any educational organization.

The conflict means that a set of school leaders are unable to agree on a key

appointment to the organization. We suggest strategies for avoiding the
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conflict, and we ask questions about the responsibility for resolving the

issue, or for making sure that it did not occur initially. Some sugges-

tions are made about strategies for articulating, exploring and revisiting a

leader’s underpinning principles.

Research about leadership and values is then introduced. The research

shows that clearly articulated values are more easily communicated to an

educational community and would thus ultimately lead to the construc-

tion of a shared sense of direction.

The chapter ends with suggestions about three leadership activities on

which educational leaders might reflect. Their linkage to values is not ini-

tially apparent although they are clearly values based. They are common

sites where values are displayed to the educational community – they are

part of the everyday task of educational leadership.

Some thoughts and definitions about values in
educational leadership

First, here is a definition indicating our stance on values, one which is

commonly although not universally adopted:

I take ‘values’ to signify the core beliefs about life and about relat-

ing to other people that underpin understandings, principles and

ethics about education, and here, about the leadership of educa-

tion . . . the key set of values that drives the decisions of a school

leader is concern with an understanding of the nature of power

relations. Empowerment, democracy, equity and inclusion are all

linked with power distribution and all depend on values and re-

lationships.

(Gold 2004: 3)

Here are some more thoughts about values and educational leadership:

this is a short selection of ideas from a large body of writing on the subject –

the quotations are by way of an introduction to the field.

Those educational leaders who take the opportunity to articulate

their own values about education and about leadership in edu-

cation despite the tumult surrounding education at the moment

in several countries, are likely to make better informed and more

profoundly professional decisions. Clearly articulated values leave

a leader less likely to vacillate between different political and edu-

cational orthodoxies and more able to respond thoughtfully.

(Gold 2004: 6)
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Hodgkinson (1991), a highly respected Canadian writer on the philosophy

of education, wrote:

Administration or leadership in its fullest sense is more concerned

with values than with facts . . . the facts can never be in conflict

while the values, assuming there are more than one set, are always

in conflict.

(Hodgkinson 1991: 89, original emphases)

Values underpin leadership:

All leaders consciously or unconsciously employ values as guides

to interpreting situations and suggesting appropriate action. This

is the artistry of leadership.

(Begley 2003: 11)

We are all concerned with values:

‘Values’ is not a technical term. In talking about values, we are

talking about something that is part of the experience of everyone.

(Haydon 2007: 6)

Haydon (2007) then goes on to offer a strategy for his reader to think

about and articulate their values about education, taking them through a

chain of questions and answers which direct them to their underpinning

values.

These fragments about values and leadership in education serve to

set the scene for this chapter. They show how values are implicit in all

of us, that they are different in all of us, that they are difficult to articu-

late but that they are fundamental to everything we do. They guide every

decision we make, even if we are not aware of this.

Now let us consider a practical example of a conflict of values.

Scenario: Conflicting values in an English school

The task

The school in question has recently began to receive additional funding

(from central government) to become a specialist school with a focus on

the performing arts. A selection panel has been drawn up to choose the

key post of Head of the Performing Arts Faculty. The successful appointee

will support and advise the leadership team in leading the school through

to this enhanced special status.
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Staff selection is an important leadership duty because it provides a

concrete way of ensuring that newly appointed staff members either will

share a philosophy of education with the school and its leaders, or will con-

tribute positively to its further development. The panel includes the school

leader, the chair of the governing body (the school board), a teacher rep-

resentative, a local authority representative with expert knowledge about

the performing arts and a governor who has been chosen by the parents

to represent them. Although not all the panel members are directly or

paid leaders of the school, this exercise is one which calls for leadership

qualities and responsibilities because of the importance of a correct ap-

pointment. All of the interviewers will have attended a local course on

equal opportunities interviewing, at which they will have been asked to

think about issues of diversity and they will have been inducted into an

agreed selection procedure.

Their first task was to agree a shortlist of applicants who were then

to be interviewed by the panel. In accordance with the selection pol-

icy to which they were introduced in their training, everyone on their

shortlist fits the person specification and has the right qualifications and

professional experience to be offered the post – the interview is tak-

ing place to choose the best person to suit the school from the agreed

shortlist.

The shortlist

Their agreed shortlist contains three excellent candidates:

Henry is a 45-year-old former actor who has retrained as a teacher

and who has been teaching for five years. He has enormous charisma and

wide personal contacts in the professional field of performance. He would

bring energy and a deep and personal understanding of performance

arts, as well as links to useful sponsors and insider knowledge of many

performance spaces and professional demands.

Sarah is a 33-year-old energetic, bright, committed teacher. She has

superb qualifications and professional experience, both in performance

and in education and she has a Master’s degree in educational leadership.

She would bring energy, charm and tact as well as both a practical and

a theoretical understanding of performance, education and educational

leadership.

Claire is a stylish and articulate 57-year-old woman who has worked

her way through several schools as a music teacher, a head of a music

department and a pastoral head in schools and colleges of further edu-

cation. She appears calm and purposeful about the challenges this post

will bring – she has already responded successfully and creatively to sev-

eral such challenges in her career. She brings experience and success in
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managing change as well as the respect of all those with whom she has

worked previously.

The conflict

It is clear even before the interview that, unusually for the school, they

could appoint any one of the three candidates – they are all capable in

different ways of helping to take the school forward. In the interviews,

all three are impressive. Henry’s expertise in performance and his wide

contacts would clearly be very useful to the school, but the brevity of

his experience in education and the charisma that everyone found so

attractive could mean that the teaching staff might find it hard to regard

him as a senior and responsible teacher.

Sarah shows that the depth of her subject knowledge, her sense of

humour and her clear integrity would make her a powerful middle leader.

She demonstrates her knowledge and expertise of teaching, performing

and leading others during the course of the interview and she is by far the

most inspiring candidate of the three. She would ‘fit’ exactly into the role

that was vacant. In response to a final question about accommodation

because she would have to move nearer to the school if she were offered

the post, she tells the panel that she is newly married and would be looking

for a suitable house to buy.

Claire shows that she could be relied on to manage the change care-

fully and thoroughly. She is used to such challenges and would inspire

confidence in those with whom she worked. Her advice would obviously

be sound and worthwhile, but perhaps it would not be risk-taking and

energetic enough. There was some unspoken sense that she might be too

near retirement to give the school many years of service, but clearly she

has wisdom in abundance.

The selection panel cannot agree about the right person to employ: the

chair of governors wants to offer the post to Claire as a ‘safe pair of hands’ –

the school is going through such profound change that she wants to

appoint someone who would be respected and reliable. She thinks Henry

does not know enough about the leadership of schools and she is worried

that Sarah, because of her recent marriage, would be asking for maternity

leave within a year or two of her appointment.

The teacher representative is excited by Sarah’s experience, skills, en-

ergy and integrity. She thinks the threat of maternity leave is an unlawful

distraction, and she would dearly like to work with Sarah.

The local authority representative votes for Henry because his connec-

tions and his charisma would mean that he could raise important funding

and he could connect with and impress local and national performance

companies and sponsors. He can find no really negative points for either
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Sarah or Claire, but he is very positive about the possibilities of Henry’s

contributions to the school.

The parent representative is absolutely sure that Claire is the best can-

didate. His daughter had been in a class the previous year which had been

taught by three different maths teachers within the year, because of the

promotion to a new and senior post of the first teacher and the maternity

leave of the second teacher. He is looking for continuity for his daughter

and it seems to him that Claire would be the safest appointment.

Although there is no outright animosity among the panel, they have

reached a point where they are unable to proceed without some discom-

fort as several of them would have to give up their beliefs about which

appointment they think would be best for the school.

The school leader is left with several dilemmas:

� She wants to employ Sarah for the same reasons as the teacher rep-

resentative. Not employing her because she may become pregnant

and ask for maternity leave is both against the law and a gendered

decision (a newly married man would not be turned down in case

he became a father), so employing Sarah is a risk she is prepared

to take. She does not think that either Henry or Claire could make

such valuable and focused contributions to the development of

the school as Sarah.
� But as the school leader, she does not want to impose her will

on the others. She is aware of the effect of power relations within

the hierarchy of such organizations as schools, and she wants to

be respectful of all panel members’ views; she is uncomfortable

about using her status to force them into agreeing with her. They

each have valid and thoughtful suggestions to make and she values

their responses as representing the different dynamic constituents

of this successful school.
� Ideally she would like the panel to have an informed discussion

that addressed all the issues raised but which would then still come

to the conclusion she could best support and use most construc-

tively in the development of the school.
� She is a democratic leader at heart and would prefer a meeting

which, unless it could agree unanimously, could take a vote and

abide by the outcome – even if the outcome is against the original

wishes of members of the meeting. In this case, she may have to

give up her preferred candidate because as there is no outright

majority vote for Sarah.

There are two conceptualizations which might help explain some

of these dilemmas. First, Woods (2005: 32) writes about democratic
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leadership to show how important it is because it is ‘integral to a good

society and, in consequence, is intimately bound with education’. His

work would support the school leader here as she emphasizes that the de-

cisions should be reached through democratic processes: in a democratic

society, democratic decision-making, underpinned by fairness, takes place

at all levels and affects all other levels. One of the most important places

it is learnt is in the school.

Second, Begley (2004: 16) has a useful theory about the sources of values

and value conflict when he describes the arenas of administration (or

leadership). The school leader in the example above is dealing with several

values conflicts at different levels, or arenas – the individual or personal

level; the organizational level and the community level:

Thinking in terms of the arenas of administration serves two im-

portant functions. It suggests the various sources of values, con-

veying how values can be derived from multiple external and

internal environmental sources in dynamic ways. The notion of

arenas also conveys the potential sources of value conflicts. For

example, although value conflicts can certainly occur within a

single arena of administration, consider how the personal values

of the individual might conflict with those of the community, or

professional values might conflict with organizational values.

(Begley 2004: 16)

In the scenario, the school leader is struggling with dilemmas not only

about the appointment itself but also about her leadership of the school,

and about her preference for a specific candidate as well as her wish that

every panel member should contribute to the decision-making.

The values conflicts

Each panel member is making a serious and values-led choice about their

preferred appointee:

� The parent representative is thinking about the well-being of his

daughter – being a good parent, he is supporting his own child in

the best way he can.
� The local authority representative, in keeping with a ‘new man-

agerialist’ discourse, may be influenced by the promise of money

and prestige that Henry may bring to the school – he is persuaded

by the government’s agenda about ‘value for money’ that encour-

ages educational organizations to be as financially independent as

possible.
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� Some panel members are thinking about the stability and comfort

of all the young people in the school in general so that they will

achieve the most in life.
� Some are focused on the best creative development of the whole

school curriculum – they bring profound professional values into

the discussion.
� Others are paying attention to fairness through such diversity

issues as:
� Age – in the preference for or against Claire.
� Class (as played out in previous qualifications and experience) –

in the respect given to Sarah with her excellent professional

qualifications.
� But ultimately this appears to be about gender, which is shown

in a discussion about how one woman’s potential reproductive

activity could disrupt the education of many young people.
� The school leader is also deeply concerned with fairness, through

her view of democracy and her commitment to ethical decision-

making while taking responsibility for the key activity of the

school – effective learning and teaching.

In this way, there are values conflicts between the panel members and

internally within some of the members themselves. The school leader is

a good example of internal values conflict – her deeply held values about

fairness bring her into a conflict between her wish to be a transparent

and democratic leader and her desire for social justice. Her commitment

to fairness underpins both her beliefs about democracy and her quest for

social justice, but those two sets of beliefs are in opposition here because

her most deeply held belief is about fairness. Based on this underpinning

principle, she has developed her understandings about democracy and so-

cial justice: they spring from her struggle to be as fair as possible, but here

they conflict. If she were truly committed to democratic decision-making,

she would rely on a vote which might ultimately give the job to some-

one (Henry or Claire) who would not fit with her understandings about

social justice. And if she allowed her understandings about social justice

to prevail, she would have to manipulate the decision-making processes

undemocratically in order to be able to offer the post to Sarah.

Reflection

If you think carefully about the principles underpinning your own profes-

sional life, can you find any conflicting values? If so how do you resolve this

conflict?



Leading with values 31

This conflict might have been avoided, or at least worked through to an

agreement more easily, if everyone in the panel had a clear understand-

ing of the values that underpinned the new direction of the school. The

decision may have been easier if the whole school community had agreed

together a philosophy of education that made direct links with the new

performing arts specialism to which the school is working.

The importance of clearly articulated values

How would more clearly articulated and shared values have forestalled

this clash of values? If the educational leader’s values (about democratic

leadership, about social justice and about the energy and creativity she

wanted to foster in the school) were known and ultimately shared by

the whole school community before the selection procedure, would this

selection procedure have gone more smoothly?

As Haydon (2007) writes:

If a principal says that her school is a community . . . she is prob-

ably not making a neutral sociological observation (which would

be true of any school), but means to convey a positive evaluation:

saying that the school has some desirable features that would not

be shared by just any school.

(Haydon 2007: 93)

So in the case of the school above, the ‘desirable features’ will, of course,

include continuity, first-rate learning and teaching and social justice (the

primary values of some members of the panel), but also, because as its

chosen specialism, the school is moving towards excelling in the per-

forming arts, it is looking for leadership and expertise in that area.

There are several good texts on the management of change in edu-

cational organizations. One useful book which looks at the complexity

of change at both macro and micro levels is by Morrison (1998). In ac-

cordance with such texts, and in order to change direction effectively, a

well-led school community will have completed some apparently time-

consuming preparatory work to bring them to this selection panel. Al-

though they may not have been in the following order, these stages will

have been passed through:

� A need for a fundamental change in the direction of the school

will have become apparent to the school leader.
� The school leader will have put forward a tentative proposal about

the change to either the senior leadership team or the governors’

(school board) meeting. The proposal will probably include the
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results of a mapping exercise to show how possible the change is,

some planning stages and possible outcomes.
� If she does not attain general support after providing evidence and

plans, she will probably not go ahead because she will know that

the community is not ready for her ideas. Or she will work further

on preparing the readiness of her senior team for change.
� Having attained the goodwill and support of the first meeting she

will put the proposal, with added suggestions from that meeting,

to the other key leadership team (the senior leadership team or the

governors’ meeting – whichever she did not present it to in the first

place). And she will listen to their suggestions and make relevant

amendments.
� With the support of both key leadership teams, she will call a

whole staff meeting where she will describe her plans and lay be-

fore them a process which will allow all staff to discuss and make

suggestions for better implementation.
� At this stage, the school leader and her teams will make sugges-

tions, listen to responses, set up appropriate working parties and

engage in many ‘learning conversations’ (Brookfield 1987), where

they will learn as much as the person to whom they are talking.

This is the stage where the leader builds in both the voices of her

staff and their agreement and compliance with the change in the

organization’s educational direction. We know that this school

leader places her belief in democracy and democratic leadership

high in her values system. Because of her sense of fairness (and her

belief that those people she works with are energetic and commit-

ted professionals) she sets off a process which encourages feedback

and suggestions from the staff and in which they all learn – they

work in Freireian ‘dialoguing’ (Freire 1970) – and eventually from

the whole community, a set of plans emerge that will lead the

organization towards a dynamic and creative change.
� So the values that underpin the change in direction of the organi-

zation will include those that foster dynamism, creativity and en-

ergy. The job description for the person to lead the school through

this change – the Head of the Performing Arts Faculty – will include

these terms and the applicant will need to portray them.
� Only Sarah displayed these qualities in her application and at

interview. So she most closely fitted the values and direction of

the organization.

The school leader may not have chaired or even been present at all the

meetings – her leadership values may well have led her to work through

a distributed leadership style (Leithwood et al. 2009) – but she will have
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made sure that the process was effective. If she has led the organization

through this long but educative process in an articulate and transparent

way in accordance with her values about democracy and her understand-

ing about power and knowledge, she will be able to point towards the

agreed qualities in the discussion after the interview. Although initially

some members of the panel may be influenced by their own agendas, there

will be commitment to the change in the school’s direction and a reminder

of this will (it is hoped) bring them to a unanimous vote for Sarah.

In an earlier book, Leithwood (1999) described such leaders as ‘trans-

formational’. They are people who:

� More adequately anticipate many of the constraints likely to arise

during problem solving.
� Show a greater tendency to plan, in advance, for how to address

anticipated constraints.
� Respond more adaptively and flexibly to constraints that arise un-

expectedly.
� Do not view constraints as major impediments to problem-

solving.
(Leithwood 1999: 104)

It may be that some educational leaders, when presented with the ne-

cessity to make speedy and important decisions, are convinced that they

can best do so alone. This example of shared values and shared decision-

making is offered in order to persuade readers of the basic worth and virtue

of such shared practices. They demand time for reflection, for planning

and for working with an educational community. There are suggestions

for ensuring such time for reflection later in this chapter.

Research findings

Throughout the description of the decision-making processes above,

there is a recurrent theme of the importance of the clear articulation

and communication of leadership values. I was involved in two research

projects which explored ways in which leaders articulate those values and,

in the case of the second piece, how they were seen by their professional

communities.

In the first piece of research (Campbell et al. 2003), some school leaders

were asked about the links between their values and their leadership styles,

about the values that informed their school culture, about the extent to

which their values affected the school culture, about how they were influ-

enced by their local community (not the school community) and about

how much they thought the school’s values affected the students inside
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and outside the classroom. This was a piece of small-scale research and the

answers to our questions were not triangulated by discussions with those

they led; we wanted to hear what the school leaders themselves thought

rather than what others thought about them.

We were struck by the fact that although the leaders to whom we

spoke had quite widely differing values which underpinned their lead-

ership practice, we could see that they all described their values as being

influential in what they wanted for the young people in their schools, for

their leadership of their staff and how they managed relationships with

the community in and around the school. We saw that:

In very different ways the head teachers held strong values

which informed their leadership, taking responsibilities, main-

taining oversight, making difficult decisions if required and driv-

ing change when necessary. They all appeared to be combining

strong but different styles of leadership with democratic values

and a commitment to working with the school and community,

in a continuum which ranges from some educational leadership

activities as public relations issues to changing the way the young

people and therefore the whole community, relate to each other.

(Campbell et al. 2003: 220)

Thus, although there was a marked difference in these leaders’ values and

in the ways they led their organizations, they could all articulate their

values clearly to us. And they told us that these values profoundly affected

all their leadership decisions and activities.

The second research project in which I was involved (Gold et al. 2003)

was based on ten case studies of highly rated (by both government and

local authority inspectors) educational leaders. We carried out these case

studies within a much larger research project about school leadership and

although we did not ask about leadership values directly, as we wrote up

our findings from the case studies, we could see that these outstanding

leaders were all:

undoubtedly translating their educational values into leadership

practices.

As researchers we were able to make clear connections between

the school leaders’ values and their leadership, and they did often

tell us about the schools’ strong and shared value systems. . . . We

were intrigued by the ways they worked to build these shared

values. . . . In essence, we found that they all worked towards ar-

ticulating and communicating values by:

� Working with, managing and even searching out change
� Keeping staff constantly informed
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� Working closely with their senior management and leadership

teams
� Developing leadership capacity and responsibility throughout

the school.

These four main strategies (shared by all our case study schools)

were the clearest examples of leadership in action which led us

to describe the values of the leaders to whom we spoke. We took

them as both indicators and implementers of underpinning lead-

ership values.

(Gold 2004: 11–12)

Both pieces of research linked leadership, values and education to show

that whatever values led educational leaders into working in education

and then into leading educational organizations, they also affected and

influenced the ways in which these people lead the other people in their

organizations. Taking both sets of research together, the cross section of

educational leaders interviewed represented several very different belief

systems – some led faith schools, some led large inner-city secondary

schools, some led small special schools and others led small rural primary

schools. But they all displayed their values clearly in many different ways,

and those who worked with them (and those who researched them) were

able to ‘read’ those values and to link them to their professional duties

and to the school culture and future direction.

Reflection

When you think about the educational leaders with whom you are working

at present, can you ‘read’ their values in their actions? And indeed, which

of your values can be read in your own actions?

Maintaining leadership values

When we wrote about the findings of the second research project described

above (Gold et al. 2003), we suggested that the educational leaders:

Were principled individuals with a strong commitment to their

‘mission’, determined to do the best for their schools, particularly

for the pupils and students within them. They endeavoured to

mediate the many externally driven directives to ensure, as far as

it was possible, that their take-up was consistent with what the

school was trying to achieve.

(Gold et al. 2003: 136)
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We wrote that their values helped them to make leadership decisions

which picked a principled path through the multiplicity of external de-

mands in order to link the chosen direction of the school to the best

interests of the school community.

This view was critiqued by Wright (2003: 142), who considered that we

had not taken enough account of the way that there has been ‘a subtle

capturing of the leadership discourse’ into such discourses as the man-

agerialist one, developed and fed in the UK by the government partly by

setting up an organization such as the National College for School Leader-

ship (now the National College for Leadership of Schools and Children’s

Services) and by the expansion of the National Professional Qualifications

for Headship. As Ball (2008: 140) writes, ‘Leadership has become a generic

mechanism for change as well as a new kind of subject position within

policy.’

Wright (2003) is correct in suggesting that some educational leaders

could become people who respond to external demands without interro-

gating them thoroughly enough and thus ultimately delivering their man-

agerialist tasks in ways that do not fit their values, or that subtly change

their values. However, most principled educational leaders develop strate-

gies that allow them space and opportunities to measure up such demands

against their values and principles.

Below are some suggested strategies for such space and opportunities.

� Develop strategies to recognize and understand dominant dis-

courses about leadership of a diverse community.
� Ensure space is set up in which to measure these discourses against

their own central personal values about how to relate to other

people and about leading in education.
� Embed opportunities to develop systems, underpinned by strong

principles, which sustain the vision, while continuing to respond

where necessary to external demands on leaders in education.

There are links here with the discussion of critical consciousness in Chap-

ter 1. People working in different cultures and in different settings may

well add to these suggestions – they are quite dependent on a culture of

discussion and an informal power balance. The list depends on musing,

talking, discussing and taking precious time before coming to final con-

clusions. I suggest that leaders set up practical strategies for reflection on

values which include the following:

� Being mentored, mentoring others or mentoring oneself
� Reflective writing
� The ‘Five Whys’.
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Being mentored, mentoring others or mentoring oneself

I am aware that mentoring schemes in different parts of the world are

based on fundamentally different assumptions about the role and nature

of mentoring. The key point here, underpinning all the suggestions on my

list, is the necessity to look for the opportunity to reach through layers of

action and response to get to underpinning values. These opportunities

are best found in safe and wise discussions with others as in the men-

toring relationship. When that is not available, it is necessary to develop

strategies which simulate a dialogue, although they could occur within

one person.

Reflective writing

As our research showed, educational leaders are not always in clear touch

with their underpinning values about learning and teaching and about

leading learning and teaching, even if those around them can ‘see’ them.

And indeed, Wright (2003) argues that these values may shift or are cap-

tured by the current political and educational discourses in which they

live. So articulating and acknowledging the influences of the values is es-

pecially important. In the absence of anyone else to discuss such issues

with, a reflective diary or journal can offer the distance and space for

reflection that allow for such clarification.

The ‘Five Whys’

One way of getting to basic principles is to ask the ‘Five Whys’. This

means that each time we need to think about or explain an action, we

ask ‘why’ then ‘why’ again, about five times. Each time we ask ‘why’

we reach a deeper stage of explanation until we cannot ask any more.

Then we will have reached the underpinning principle, attached to a

value. It is useful to do this activity whenever new organizational rules

are developed – for example, when deciding whether to set up agreed or-

ganizational guidelines on the frequency of marking or commenting on

drafts of writing. A decision which may originally have been based on

teachers’ preferred pattern may change as the underpinning principles of

good teaching, underpinned by fairness become clearer in answering the

‘whys’.

There are many other ways of making sure a leader has the peace and

space to be able to reach profound and worthwhile conclusions, and these

will differ according to culture, history and personality. It is necessary to

be reminded of these strategies, so that leadership actions flow from values

and are considered and worthwhile.
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Leadership in education

Having worked through a practical example of a conflict of values I have

argued about the importance of the clarity of leadership values. Such clar-

ity, although it is difficult to achieve, will inform all leadership decisions

and actions. They also set a culture for an organization in which everyone

strives for transparency and clarity.

There are many other leadership activities which are more effectively

completed by a leader who talks regularly to staff and who is thought-

ful and values-led. Below, are just a few which illustrate this point. They

involve a leadership dimension which is especially pertinent to those

who work in education. They are issues that underpin effective learning

and which also display leadership values. They make the difference, I be-

lieve, between administering an organization and planning for profound

change of direction. My research and teaching led me to think that it is up

to the leader to ensure that there are constant opportunities for ‘learning’

conversations so that attention would be paid to the following learning

challenges:

� Responsibility
� Boundaries
� Modelling values.

Responsibility

By responsibility, I mean that delicate balance between imposing blame

and developing conscientious dependability. This is a moral and values-

informed balance which determines the level of development in learners

and teachers alike in order to make informed decisions. In other words,

the amount of responsibility given to teachers and to learners through-

out their time in a place of education over their own actions is a highly

developmental choice to be made by the educative leader. It encompasses

actions within self (such as completing learning tasks satisfactorily and

without punishment), actions between self and others (such as showing

respect for others and not imposing upon their learning spaces) and ac-

tions and thoughts entirely for other people (such as the development of

altruistic activities such as giving to charity and trying to make a difference

in the wider society).

Boundaries

Respect for boundaries is one of the first lessons I learned as a young

teacher. By this I mean clarity about the space between people within

the organization, so that there is safety from which to take risks but also

knowledge about when those risks may do damage – knowing when the
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space is too big. In other words, learners and teachers need a clear working

map about what they can expect from each other in order to develop effec-

tive learning and teaching. This map may be in the form of organizational

rules, guidelines, roles, expectations or responsibilities. The name chosen

for the boundaries is significant because it signifies the power balance that

the organization is building between learners and teachers. When moving

from one organization to another, the strength and distance of boundaries

can be seen to be profoundly different.

Modelling values

Our research showed that even if they do not intend it to be so, teach-

ers and leaders of teachers display their values in everything they do. We

could discern values from the way others are greeted in the organization

to carefully articulated attitudes to social justice. From mere and brief

greetings, to who was listened to in meetings, we saw a public articula-

tion of private thoughts. The clarity with which these values could be

seen shows that teachers and their leaders are constantly modelling their

beliefs to others. An important way of teaching values is to model them:

if learners know that their opinions are valued, that people who are older

and more powerful than them listen to what they say, those learners will

then listen to others who are even less powerful than themselves.

Summary

This chapter, continuing from the first, expands on the importance of

reflection on values for educational leaders. It shows how easily values

clashes can lead to difficult dilemmas in an educational organization. It

explores, with help from literature and research, the visibility, importance

of clear articulation and strategies for sharing communal values. And it

offers educational leaders some ways of planning for reflection as well as

suggesting some unexpected sites of visible display of leadership values.

Further reading

For more about the practice of leadership with values read: Gold, A. (2004)

Values and Leadership. London: Institute of Education, University of

London.

The two following books will provide further theoretical discussion of

leadership and values: Haydon, G. (2007) Values for Educational Lead-

ership. London: Sage.

Woods, P.A. (2005) Democratic Leadership in Education. London: Sage and

Paul Chapman.



3 Communication

Communication into, out of and within an organization is a vital part of

organizational life and the communication of values is vital in establishing

the culture and the style of leadership.

Communications are between the internal stakeholders including all

staff, academic and administrative, governors and the students. The ethos

of the institution is also communicated to a range of external stakeholders,

those who visit the school or college on a regular basis and those who

may only receive written communication, or attend open days and public

meetings. Perhaps the most important external stakeholders of schools are

parents, but schools also relate to the local or regional authority, and to

businesses and other organizations in the neighbourhood as well as to the

range of other services that are responsible for children’s welfare. Colleges

and universities also relate to their community; for example, they have

important links with alumni and other potential sources of finance. All

organizations have to be aware of communications with the wider world

via the media and may have a dedicated member of staff or, in the case

of universities, a press officer to ensure that they protect or enhance their

reputation in the community.

Within the educational institution, one to one communication is also

important for leaders and managers. For example, there may be mentoring

and coaching of one individual of another, and one to one meetings for

performance review (see Chapters 6 and 11).

Communications pervade every aspect of the leadership and man-

agement of an educational organization. In this chapter we first con-

sider problems arising from managing communications within a com-

plex organization and then go on to focus on the communication of

values through the overall culture of the organization, the effectiveness

of communications within the organization or a subgroup and then in

a one to one situation. Finally we will look briefly at the impact of

technology on communications in the leadership and management of

education.

In any context, the structures and organizational culture may impede

or facilitate clear communication as you will see in the scenario that

follows.
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Scenario: Communications within a UK university
department

Subject departments within universities often provide examples of the

problems inherent in communications. This is partly because of the com-

plexity of relationships in large and increasingly bureaucratic institutions,

and also because of the culture of professional independence maintained

by the participants. The issues during one term within a small subject

department in a UK university are a good example of the importance of

securing good communications.

The subject department concerned had twenty-three staff led by a head

of department elected for a three-year term by the staff members. This

role was seen as essentially administrative, representing the departmental

needs to the Dean of Faculty, the four heads of administration (finance,

human resources, student welfare and research planning) and ultimately

to the Vice-Chancellor. Downward communications percolated from the

heads of departments via the head of subject to the other staff.

During the term in question, the second that the head of department

had been in post, there were four major issues:

� The establishment of a university-wide marking policy for MA as-

signments.
� The possibility of securing amalgamation of three subject areas to

economize on administrative time by reducing procedures repli-

cated in all three subjects.
� The pooling of administrative and secretarial staffing so that all

staff could seek help when needed and to smooth out the work-

loads of the currently ‘individual support’ assistants.
� A requirement from the head of research that there should be

a move to departmental research programmes rather than the

current individual interest pattern.

Looked at from the point of view of the head of department these were

major matters that could not be resolved quickly and ideally would require

a three-day meeting. The only time to have a meeting of that length would

be during the summer vacation. Taking time during the summer vacation

was resented by the staff on the grounds that it would interfere with

research projects and booked holidays.

Of the twenty-three staff, seventeen agreed to spend two days at the

end of the vacation looking at the issues, four said that they would make

their representations during term time, and two said that they were not

interested because they would be seeking early retirement in the coming

year.

In the end a two-day meeting was held but it was fraught with

problems. The head of department had asked the university heads of
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administration to lead the discussion for half a day each. This limited the

time for explanation, reflection and discussion among the staff. The fact

that administrators were leading the discussion was resented by some

of the academics in the department. In particular the three professors

within the department were intent on maintaining their own indepen-

dence. As the debate proceeded they influenced others against the views

of the head of department who, with her wider knowledge of what was

going on in other departments, actually knew more than anyone else

about what would and would not be possible.

At the end of the first day, four of the relatively junior academic staff

approached the head of department and asked to be excused for the

remaining day because ‘we cannot feel that we are able to make any

contribution – it is better for us to let it all happen and then try to fit into the

new scheme’. They were persuaded to remain by the head of department

who argued that ‘without participation we cannot move forward and

without co-operation we may be steamrollered into new arrangements

that would not be to our advantage’.

The rest of the long story was built on the tensions outlined, and all four

issues were resolved to the detriment of the existing subject department.

The head of department reflecting on the problems recorded her thoughts

as follows:

There was too much thrust our way for debate and we had not

had enough time to think things through. I allowed the profes-

sorial cabal to retain their power hold over younger staff and their

research fields, and I should have allowed much more time for

discussion after the administrative heads had made their presenta-

tions. In that way we might not have been seen as obstructive and

we could have developed a united front to retain those things we

all valued. The trouble was we never established what those were!

(based on a student assignment)

Communication and management style and culture

In the scenario above there were many problems with communication

that can be traced to the culture engendered by the management and lead-

ership of the university and its departments. Throughout this book there

will be references to management and leadership styles (see, for example,

Chapter 8 on meetings). Three well known ideal types of management are:

the collegial model where decisions are made democratically, the formal,

bureaucratic model where decisions will be made by those at the top of

the hierarchy, and the micro-political model typified by power struggles

within the organization.
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In the example of the university all three types of management are in

evidence so the complexity of the organizational structure presents many

opportunities for misinformation. The power relationships between the

administrative heads and the academics meant that micro-political activ-

ity distorted the opportunity for open discussions (there is more discus-

sion of micro-politics in Chapter 4). Effectively the leadership was being

contested between the professors on one side and the head of department

allied with the administrative heads on the other. Leonard (2001) entitles

these two opposing attitudes: ‘donnish dominion’ versus ‘managerialist’.

The university itself was hierarchical and formal in its organization

with decisions being made at the top and handed down to departments

to put into effect. Within the department there was an underlying lack

of communication that meant that its members did not present a united

front or display any ownership of the issues, with junior staff wanting to

opt out of the meeting altogether. The head of department who actually

knew ‘more than anyone else what would and would not be possible’ does

not appear to have shared her knowledge fully and the department had

not taken time out during the year to reflect on what they valued and the

implications of that for the future.

Many leaders aspire to a collegial, collaborative style of leadership,

one where open discussions lead to shared ownership of issues and deci-

sions are arrived at through negotiation, leading to eventual consensus. In

such a situation, communication would be open and honest. The leader-

ship and management of the university and the department in the sce-

nario are far from this ideal. Instead there is a lack of clarity about the

overall strategy of the university that is driving the changes to depart-

ments. Within the department there is no time for extended meetings

during term time and unwillingness on the part of staff to use vacation

time for discussion about the future functioning of the department. There

is no ownership on the part of the twenty-three staff in relation to the

future of the department. There appears to have been no genuine discus-

sion or negotiation and individuals did not appear to really listen to what

others were saying, having taken a stance before the meeting took place.

Leaders of educational institutions have a unique opportunity to affect

the culture of their organization. Prosser (1999: 8) refers to ‘Predominant

values embraced by an organization that determine the guiding policies

and provide insiders with distinctive in-house rules for “getting on and

getting by”.’ However, he also points out that there can be many subcul-

tures within an organization. In the scenario above it is possible for the

subculture in the department to be different from those in other depart-

ments and in the university as a whole.

The leadership of an educational organization and its sub-units will

have an impact on the prevailing culture and this can be communicated
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in many ways. Formal communication systems can be divided into those

using oral methods, such as meetings, briefing groups and public address

systems, and those using the written word, such as magazines, newsletters,

bulletins, notice-boards and emails; the prevailing culture may be detected

from their style.

The tone of written communications such as notices, staff letters or

letters to parents can convey a great deal about the nature of the organ-

ization. An example of this can be seen in the ethnographic study by

Nias et al. (1989) of three primary schools, interpreting staff relationships

in terms of the organizational culture. Here the written communications

from two schools, one collaborative and one formal and bureaucratic, are

compared:

in the collaborative schools, notes generally had the informal

quality of personal conversation:

‘I’ll put the apparatus up unless anybody particularly doesn’t

want to use it.’

‘Ta very much.’

‘Are you free this dinnertime, Dennis, for buying plants?’ (Mar-

garet)

(Extract from deputy head’s Notice Book, Sedgemoor)

By contrast, at Hutton, the following notes [from a staff newslet-

ter] were more typical:

General notes

1. With reference to my comment about tidiness earlier – I

am becoming concerned about the general untidiness of

the classrooms, particularly art areas. Children should be

capable (or made to be so) of keeping areas tidy as they

use them and cleaning up waste materials after themselves.

Worktops should be left tidy at the end of each day so that

they can be cleaned.

2. Please ensure that apparatus such as tape recorders is not

left in classrooms overnight.

These written notices from the two schools clearly indicate contrasts in

tone, culture, management and leadership style.

The culture might also be inferred from visual symbols, for example

the pleasantness of the environment and the extent to which it reflects

the community, and through rituals, for example the degree of formality

or informality on public occasions. All of these communicate something

of the ethos to the individuals working in or visiting an organization: the

range of internal and external stakeholders.
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Reflection

What would most clearly indicate the culture of your organization or de-

partment to a visitor?

A school or any other educational institution does not exist in a vacuum

and will be affected by the educational policies developed by national

and regional government. For example, changes towards a more target-

focused system with a stress on accountability will inevitably have an

impact on the ways that schools, colleges and universities operate. Also the

wider national culture in which organizations operate will feed through

into the institutional culture. When institutions include individuals and

stakeholders from a range of cultures it is important to give thought to

how communications might be received.

Communicating across cultures

No matter how clear leaders and managers might be about messages that

they are trying to communicate, working with multicultural stakeholders

raises complex issues about communication. Blandford and Shaw (2001:

158) lists examples of potential misunderstandings where the context is

an international school with primarily Western ethos operating in a non-

Western culture:

� Giving frank feedback in an appraisal
� Teachers encouraging students to question what they are being

taught
� Delegating authority to middle managers
� Giving forthright opinions in a staff meeting.

Western educationalists would tend to encourage these four activities, as

frankness, questioning and taking on authority are generally seen as desir-

able. This would not necessarily be the case in all cultures. In each of these

situations there are potentially conflicting attitudes about the respect that

individuals give to each other and difficulties where individuals with less

status (students, young teachers) can be seen as questioning the author-

ity of their seniors. All four of them challenge traditional views of power

relations and acceptable ways of communicating judgements.

Such difficulties can be understood better if we refer back (see Intro-

duction) to the cross-cultural theories of Hofstede (1991), in particular

the dimension of power distance. In the case of the delegation of author-

ity to middle managers, there may be reluctance among those who have
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a background of high power distance and high uncertainty avoidance to

take on the responsibility of decision-taking that they normally identify

with senior managers; they may feel it is disrespectful to their superiors

and simply not their role. In this circumstance, Shaw (2001: 164) makes

the following suggestions that might be adopted by the head teacher:

� show trust;
� encourage initiative;
� praise success;
� mentor/coach for new roles;
� structure the delegated risks to limit damage caused by errors of

judgement;
� open discussion about new roles/responsibilities;
� anticipate and agree in advance what to do when things go wrong;
� develop a middle-management team identity for mutual support.

(Shaw 2001: 164)

Thomas (2008: 122) discusses a further dimension of cross-cultural the-

ory, that of high and low context cultures: ‘In low-context cultures, the

message is conveyed largely by the words spoken, In high-context cul-

tures, a good deal of the meaning is implicit, and the words convey only

a small part of the message.’ He identifies the USA as a low-context cul-

ture where ‘verbal communication is expected to be explicit, direct, and

unambiguous’ and cultures like Indonesia with a style that is ‘much more

inexact, ambiguous, and implicit’ (Thomas 2008: 122).

Different norms mean that misunderstandings can also arise from the

use of silence in conversation, the use of praise, the degree of formality

and the use of slang, euphemisms, idioms and proverbs.

It is not realistic to think that all leaders can be fully aware of all the

implications and nuances of language and cross-cultural theories but it

is worth adding reflection on these sources of confusion in communi-

cation to the ‘mindfulness’ and ‘critical consciousness’ of the individual

discussed in Chapter 1.

Barriers to effective communications

Effective communication is essential for effective leadership and manage-

ment. Inspection reports in England suggest that in far too many schools

and colleges, communication skills are still perceived as weak: ‘Commu-

nication is complex and in many schools is ineffective’ (O’Sullivan et al.

1997: 108). Although communication is a complex process it is one

that we take for granted and may assume that we do well. It is a fun-

damental part of our leadership behaviour. Jones (2005) identifies poor



Communication 47

communication, as in our scenario of the university department, as a

potential cause of conflict within organizations including teams:

To some extent, all conflict is the product of poor communica-

tion. Team leaders need to take extra care to communicate ef-

fectively, even though it does take time. Yet, despite being time-

consuming, planning how to get messages across is vital. When

team members’ understanding of issues is unclear they often feel

insecure, and that can lead to conflict. Team members could make

use of team briefings to help minimize some of the communica-

tion break-downs. Regular, but short, team briefings can help to

keep the team informed of priorities, progress and policies; dispel

rumours and muffle the grapevine. This free movement of infor-

mation helps create a more open culture.

( Jones 2005: 107)

If the head of department in our scenario had adopted a system of regular

briefings plus some longer meetings to look at deeper issues affecting the

department, the staff would have been much better prepared to take on

the university-wide proposals constructively.

Taking time and planning frequent communication are vital to effec-

tiveness (the same point is made about meetings in Chapter 8). Commu-

nication is about both content and process, and if what we say as leaders or

managers is to be effective, it needs to be consonant with our non-verbal

communication, such as eye contact and body language (see later in this

chapter) and it needs to be consistent with earlier messages. Consequently,

awareness of inhibiting elements, both in ourselves and others, becomes

crucial if problems are to be overcome. Major communication barriers can

include:

� hearing what we want to hear;
� ignoring conflicting information;
� being aware of our perceptions of the communicator;
� recognizing that words mean different things to different people;

and
� acknowledging that there is often little awareness and understand-

ing about non-verbal communication.
(Armstrong 1994: 36)

One of these barriers, being aware of our perceptions of the communica-

tor means that it is important to recognize that we have stereotypes about

leadership and about the value of types of people that prejudice our per-

ceptions. This means that younger people, people of a minority ethnic

group and women may be heard ‘differently’. To take the area of gen-

der, strong leaders of different sexes are perceived differently. For example



48 Educational Leadership and Management: Developing insights and skills

women are notoriously seen as domineering when a man exhibiting the

same style of communication might be termed decisive. In my survey of

women head teachers in England it seemed that they perceived a tendency

to judge women by different yardsticks from men.

Within my LEA [local education authority], there are situations

in which I have had to push for the needs of my school and am

seen sometimes as difficult where a male head is seen as firm and

assertive, but I can live with it! (woman secondary head, early 50s)

(Coleman 2005: 28)

Although there are lots of similarities in the ways that men and women

communicate, there are also many well-documented differences (Schick-

Case 1994; Barrett and Davidson 2006). However, it is not just a matter of

recognizing that there are differences, but of the value that is put on the

difference. Barrett and Davidson (2006) state that difference can be seen

as inferiority with women needing to change and adapt to male patterns

of communication. They point out that:

The management of diversity on the other hand, seeks to fully

develop the potential communication skills of each employee (re-

gardless of gender, ethnicity, disability, age and so on) and turn

the different sets of skills that each employee brings into a busi-

ness advantage.

(Barrett and Davidson 2006: 14)

Messages are undoubtedly influenced by the motives, sex and socio-

culture of both parties. A parallel can be drawn between the giving and

receiving of communication and the curriculum that is offered in a school

or college. There you have the intended curriculum as defined by those

responsible – the government, the universities, the school or college; the

delivered curriculum – as mediated by the teachers and lecturers; and the

received curriculum – the messages that actually get through to the stu-

dents. The three: intended; delivered and received will be subtly different.

In terms of communication, Rasberry and Lemoine (1986) point to

what they see as a four-stage loop moving through:

1. Intended message

2. Language encoding

3. Transmission process

4. Received (decoded) message.

Thomas (2008) points out that the intended message can be distorted at

a number of stages. The communicator’s skill in choosing the manner

and channel of communication, for example written on paper, written

email or spoken, and the skill of the receiver in decoding the message are



Communication 49

particularly important. If the sender and the receiver have different cul-

tural references the difficulty in ensuring that the intended message is

received is compounded. Within an organization micro-political inter-

ests add to the problems of people interpreting what they hear and then

passing the messages on to suit their own needs or with selective under-

standing. Remember the micro-political activity of the professors in the

scenario at the start of this chapter.

Aiding effective communication

Effective leaders need to be effective communicators with individuals and

groups – especially in articulating and transmitting their ideas and ‘vision’

(Beare et al. 1989). Adair’s (1986) examination of how group-based com-

munications fail suggests that in dealing with groups, clarity is vital and

stresses the following:

� Having a clear understanding of what you want to say – the mes-

sage objective
� Giving reasons which explain changes of practice or process
� Incrementalizing the explanation
� Relating aims to purposes and understanding the interaction.

Handy (1993) adds that managers need to take positive steps to overcome

possible failure by, for example,

� Using more than one communication net or group
� Encouraging two-way rather then one-way communications
� Keeping as few links in the communication chain as possible.

According to Adair (1986), capable managers try to prioritize their com-

munications across their organization. He suggests that they should do so

according to ‘three concentric circles of priority’ regarding information-

giving:

� What they must know
� What they should know (desirable but not essential)
� What they could know (relatively unimportant).

The interrelationships within the group may well determine the way in

which messages are transmitted and translated. In a large organization it

could be useful to know the ways in which information is transmitted from

one individual to another. There are likely to be both formal and informal

communication networks in organizations and informal networks may be

linked with micro-political activity. We often refer to the informal network

as the grapevine. Alternative ways of looking at networks are proposed by
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Mullins (1993), who saw differing geometric patterns of communications

relationships:

� The star: a centralized pattern with communication from the

periphery to the centre and vice versa – quick answers to simple

problems.
� The chain: centralized down to the next in the line and so on –

providing multiple opportunities for misunderstanding.
� The circle: with people speaking to those on either side with se-

quential information flow but may take time to get from start to

finish.
� All channels: a star within a circle so that messages going from

periphery to centre and vice versa also travel along hierarchical

chains and from person to person at the same level.

Communicating with people in groups is a vital role for leaders in educa-

tion and elsewhere, but leadership also involves dealing with individuals

on a one to one basis. Perhaps the most important dealings of this kind

occur in the context of appraisal or performance review (see Chapter 6).

The main communication skills involved in these activities are listening

and giving and receiving feedback.

Communication with individuals

The major skills needing development where communication is spoken

and between two individuals are the ability to listen and the ability to give

feedback in situations such as observation of teaching; appraisal linked to

performance management; informal or formal counselling, coaching and

mentoring. Take time to reflect on the processes involved in this one to

one communication. This will mean that you are really listening, plan-

ning what you are going to say and attempting to empathize with the

other person in the dialogue about how your messages are received. In

dialogues such as these, although listening skills and skilful and insight-

ful feedback are vital, it is also important to be aware of the impact of

body language in such relationships. Sensitivity also needs to be exercised

in written communications, and the development and extensive use of

email has brought about something of a revolution in the way in which

we communicate with each other formally and informally at work.

Listening and hearing

Riches (1997) emphasizes the need for active listening, where the listener

is actually engaged with and concentrating on what is being said. There

is also a need to take into account the history of the relationship between
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the two individuals and of course the power relationship between them.

Jones (2005: 180) gives a helpful list of things to avoid in a one to one

situation, in this case coaching:

� Jumping to conclusions about what the speaker will say
� Thinking about what we are going to say next rather than listening

to the speaker
� Having our mind on other things leading to a ‘glazed look’ at the

speaker
� Blocking out what is being said because of an emotional response

to it
� Trying very obviously to listen, repeating things and therefore

missing new facts
� Avoiding the issue, not asking for clarification because it is all too

complex
� Having your mind made up already and not allowing other ideas

to challenge
� Focusing on the facts rather than what the speaker is saying about

themselves
� Allowing external distractions (e.g. noise) to take over our atten-

tion.
( Jones 2005: 180)

Active listening might involve asking questions or being responsive in

other ways. Work pressure might mean that managers are tempted to

adopt selective or ‘on-off’ listening and what might be called ‘false’ listen-

ing (where, technically, the words are heard but the mind is not attentive).

You can possibly recall incidents where you have watched the body lan-

guage of someone who is supposed to be listening to you but is clearly

not doing so. Hargie et al. (1994) in looking at the patterns of ways in

which education managers utilize interpersonal communications, found

that managers often overrated their own ability to communicate effec-

tively and also indicate that this tendency is displayed more frequently

by men than women.

Overall, research indicates that women’s communications are

more other-directed, warm and mitigated than men’s, and men’s

communications are more dominant, status-asserting, and task-

oriented than women’s.

(Carli 2006: 76)

However, both men and women tend to be warmer in speaking to

women and may be more deferential when speaking to men. Also, for

some women who are in positions of power and leadership there is a

tendency for them to communicate in ways that are more traditionally

masculine.
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Reflection

Among your work colleagues, who do you consider to be a good listener

and why? Are you a good listener?

Giving feedback

Giving feedback on the work of an individual, for example, after classroom

observation or on how a group is interacting and working together calls

for a sensitive approach, and it is important to consider the effect your

behaviour may have on others. Feedback can be perceived as constructive

or destructive. It is constructive if it is informative and helpful. Negative

feedback given skilfully with thought and advice can therefore be useful.

Destructive feedback is that which leaves the recipient demoralized, angry

or ashamed with nothing positive to build on and this is to be avoided if

at all possible.

To ensure that feedback is constructive rather than destructive:

� Start with positive points: it is then easier for the listener to accept

and deal with the negatives if good points have been acknow-

ledged first.
� Be aware of possible cultural sensitivities such as power distance.
� Be specific: talk about specific skills and give actual examples rather

than general sweeping statements.
� Where there are negatives, concentrate on things that can be

changed.
� Offer alternatives and positive suggestions for change. For exam-

ple, if someone in a group discussion has been ignored, suggest

ways in which s/he could have been brought in to the conversa-

tion.
� Be descriptive rather than evaluative: don’t make value judge-

ments and make it clear that the views are yours. Say: ‘I saw . . . ’

or ‘I heard . . . ’ and ‘In my opinion . . . ’, rather than ‘You are . . . ’

or ‘You did . . . ’
� Leave the other person with a choice: do not try to impose your

own views.
� Consider what the feedback says about you: what you choose to

comment on, and how you say it will reveal your own values,

behaviour and possible prejudices. Take time to reflect on what

the feedback indicates about you.



Communication 53

Receiving feedback

As a leader you should expect to receive feedback on your work from those

you lead as well as those who lead you. There are instances where 360

degree feedback is used, and we have come across the concept of ‘reverse

mentoring’ in Chapter 1. The following tactics should help to make the

feedback as useful as possible.

� Listen to the feedback rather than immediately rejecting or ar-

guing about it. Feedback may sometimes make you feel un-

comfortable but it is important to give time for reflection and

understanding. Remember the concepts of mindfulness and criti-

cal consciousness discussed in Chapter 1.
� Make sure you understand what is really being said before you

respond to feedback. Check back if the meaning is not clear.
� Be aware of the perspectives of the person giving feedback includ-

ing possible cultural differences.
� Check with others that the opinion is a shared one. This will often

give you a more balanced view of your actions.
� Ask for feedback that would be helpful but that you are not getting.
� Decide what you will do as a result of the feedback. You should use

feedback to develop your own skills. You should assess its value,

and the consequences of ignoring or using it, and then make a

positive decision about action or inaction.
� Feedback is not easy, but it is a valuable practice in any organiza-

tion or relationship. Acknowledge the value of the process to the

person who has fed back to you.

Reflection

Can you recall useful feedback that you have received? If so, how much did

the points made above apply?

The importance of body language

We all transmit subliminal messages through our body language which

can add to or detract from the spoken messages we are offering. This ap-

plies in large meetings, in groups and in one to one meetings. The term

‘body language’ seems to imply that every gesture has a particular mean-

ing but gestures are often culturally specific and the huge variety of hand

gestures and their different meanings in different cultures is so complex
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that ‘probably the best advice is to avoid gestures until one is very sure

what they mean’ (Thomas 2008: 135). There are also considerable differ-

ences in the extent of eye contact that is acceptable in different cultures.

Body language is not just about gestures but includes facial expres-

sions, the way you look at people, and your posture: ‘One suggestion is

that body positions that make one appear smaller indicate submissiveness

and that rounded body postures communicate friendliness whereas angu-

lar postures communicate threat or hostility’ (Thomas 2008: 134). Body

language may also be known as non-verbal behaviour including: ‘what we

do with our mouths, eyebrows, eyelids and eyes, gaze, facial expressions,

head movements, hands and arms and our lower limbs’ (Buchanan and

Huczynski 1997: 52).

Another type of non-verbal behaviour is the distance that we leave

between us. That is our personal space, and what is regarded as normal

differs from one culture to another. Individuals from cultures where the

accepted amount of personal space is larger will feel that their space is

invaded in cultures where less space is normal. The rate of speech, its

pitch and its volume are also aspects of non-verbal behaviour and may

indicate whether we are feeling stressed, anxious or angry although again

this may be culturally defined. When undertaking research with Chinese

colleagues in China (Coleman et al. 1998) we English researchers quickly

gave up the idea of including observation of meetings in schools as any

part of our research, as we were completely inaccurate in our judgement of

the feelings of the contributors when it was based on their body language

and rate, pitch and volume of speech.

In one to one meetings it is easy to transmit anxiety from one person

to another through looking away, or through behaviour like playing with

the hair or covering the mouth. It may be possible to monitor and change

your own behaviour, but it may also be helpful to make use of a video

recorder to identify and then modify traits and gestures. It is also easy to

transmit positive behaviour through body language, for example a group

or pair of friends may adopt ‘posture mirroring’ and ‘gesture mirroring’

when they unconsciously mimic the other’s pose or action, e.g. crossing

legs or putting a hand to the chin.

Knowledge of body language and the fact that it is culturally prescribed

is important in communication and observation of non-verbal behaviour

may give us clear indications of attitudes of others. As the person commu-

nicating, it is possible to consciously send non-verbal messages and this is

potentially important in presenting ourselves to others. However, it does

involve a ‘level of conscious attention and control [that] may be difficult

for most of us to sustain’ (Buchanan and Huczynski 1997: 53).

Attentiveness and control of detail and presentation are also required

in electronic communications.
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Technology and communication

The implications of ICT for teaching and learning are enormous but ICT

has also impacted on management, providing systems to store informa-

tion and support decision-taking. In relation to communication possibly

the biggest change has been the increasing use of email. However, emails

written quickly and without due thought may not say what we really

mean, may appear abrasive or be misinterpreted by the receiver:

Errors are more likely to occur in communication where feedback

is either absent or delayed, and where the information-rich tex-

ture of face-to-face conversation is replaced with simple written

messages. The way in which we decode or perceive a brief elec-

tronic mail message may be quite different from the perception we

would gain if the sender were sitting in our room and explaining

the message in person.

(Hoy and Miskel 2005: 63)

Messages delivered face to face are tempered by the manner of delivery

including non-verbal behaviour. Emails are delivered ‘straight’ and the

addition of an emoticon like a smiley face is an attempt (not always suc-

cessful) to modify the impact of the message.

It is helpful to be aware of the possibilities of misunderstanding through

the brevity of emailed messages and it is therefore a good idea to review a

message before it is sent, and to delay answering an email on a sensitive

matter until you have had time to think carefully about it.

Claims are made that technology and the internet are great levellers

and, for example: ‘inherently gender neutral’ (Thomson 2006: 245). This

is only likely to be the case where the gender is not known. There are in-

dications that gender and other differentiating factors, are just as present

in electronic communication as in face to face. For example, ‘although

polite, grammatically correct emails were in general perceived more posi-

tively, impolite emails were seen as being authored by high status males,

and polite emails from competent females’ (Thomson 2006: 244). In a

work environment individuals may know each other and emailed com-

munication will tend to mirror normal face to face communication so

gender may impact more in emails where people do not already know

each other.

It is now more common to engage in professional development through

online conferencing and there are many opportunities both formal and

informal to take part in such discussions. Working online in conferencing

it is also important to choose words and phrases carefully to be sure that

you are not misunderstood. In one study of online distance learning (ODL)
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the researchers identified gender concerns but also that ‘the programme,

the counsellors, and the motivations and personality of the learners all

independently and collectively mediated the learners’ (male and female)

experience of ODL’ (Sen and Samdup 2009: 169). Those acting as facilita-

tors have to watch out for and deal with ‘discrimination, harassment and

flaming’ (Thomson 2006: 246) in computer-mediated conferences where

it is important to establish rules of behaviour. The concept of ‘flaming’

refers to the possible eruption of hostilities in the exchange of emails,

where individuals have not given enough thought to the impact of their

communication.

It is appropriate that the chapter ends with a focus on electronic com-

munication as ICT offers so much potential to us now and in the future.

However, as with all aspects of communication it is important that we

take time to reflect and consider how best to ensure that the messages we

want to transmit are accurately encoded by us, transmitted through the

most appropriate medium and decoded by the receiver in a way that truly

communicates our meaning.

Summary

The chapter started with consideration of the importance of communica-

tion of values of leadership on the culture and style of the organization

and continued by considering the impact of national cultures and lan-

guages on communication. Barriers to communication and ways of mak-

ing communication more effective were considered first as they relate to

groups and then as they relate to meetings of individuals with special con-

sideration of body, or non-verbal language. Throughout the chapter you

have been urged to take time, reflect and use empathy in initiating and

receiving communications of all kinds including ICT.

Further reading

The following books have a useful chapter on communication: Hoy, W.K.

and Miskel, C.G. (2005) Educational Administration: Theory, Research,

and Practice, 7th edn. Boston, MA: McGraw-Hill International Edition.

Armstrong, M. (1999) A Handbook of Human Resource Management Practice,

7th edn. London: Kogan Page.

For a specialist look at gender in relation to communications see: Barrett,

M. and Davidson, M.J. (eds) (2006) Gender and Communication at Work.

Aldershot: Ashgate.



4 Decision-making and the

management of conflict

The taking of decisions and the manner in which they are taken are at

the very heart of the leadership and management of an organization,

and clearly indicate the management style adopted. Although a collegial

approach is normatively seen as desirable, many organizations operate

bureaucratically with little chance for individuals to participate. Alter-

natively, in a micro-political culture, conflict may be endemic and espe-

cially obvious around decision-taking. As well as exploring these areas, this

chapter links back to the earlier chapters to discuss values and decision-

making and ways of living with difference. The chapter continues with

discussion of negotiation skills and assertiveness in relation to individuals

and to groups.

Decision-making and leadership or
management style

Decision-making and decision-taking are integral to leadership and man-

agement. Indeed in Tannenbaum and Schmidt’s (1973) early model of

styles of management, decision-taking is used as a proxy measure for man-

agement behaviour overall. In that model it is a question of who takes re-

sponsibility for decision-making that varies, and the extent to which staff

are consulted, or told what to do, which indicate differing style of leader-

ship and management and the values on which the organization is based.

It is possible to define leadership and management styles in many ways. In

practice elements of different styles exist together in an organization and

its sub-units. As we saw in Chapter 3, three of the most identifiable styles

are: formal (including hierarchical and bureaucratic), collegial (including

transformational) and political or micro-political.

In Western cultures there has been a move away from the formal, what

some call the ‘heroic’ (Sinclair 1999) model of leadership that is typified

by ‘masculine’ values of decisiveness and strength toward a softer more

people-centred style. Another way of putting this is that it is a change from

a transactional style of leadership to a transformational one where prob-

lems are solved and improvement is achieved primarily through the
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development of others. In my research with secondary school head teach-

ers in England, the dominant style claimed by the majority of both men

and women was a people centred, collaborative approach. However, a

move towards this style of leadership is not necessarily happening every-

where. Harber and Davies (1997) argue that in many less affluent coun-

tries, particularly those with a colonial heritage, there is a rigid and bur-

eaucratic attitude to decision-taking which affects teachers and students:

In terms of decision-making, bureaucracy is a rigid, closed and

non-participatory form of organization, which has severe short-

comings in a contemporary world of rapid change and uncer-

tainty.

(Harber and Davies 1997: 59)

Bureaucratic organizations may have clear rules for decision-making,

but the type of contextual factors present in the schools that Harber and

Davies (1997) describe tend to mean that ‘they do not actually operate as

efficient bureaucracies anyway’ but tend to be authoritarian with arbitrary

decisions being made by one powerful person. They quote a study by Moll

(1995) of a school where the operation of such a head is described:

She told the other teachers what to do and to teach and when

and how to do so. She set the timetable and decided on pupil

admissions. . . . She spent most of her day wandering from class

to class, now and then issuing curt instructions to teachers or

pupils. The principal was the only person who appeared to make

any decisions with regard to education matters and her style

was, in regard to the formal activities of the school, extremely

authoritarian.

(Moll 1995: 14)

In this extreme case all decisions were made by the head teacher. In most

organizations there will be a sharing of decision-taking based on the for-

mal or informal distribution of power and authority. Rarely, decisions may

be taken through consensus, but some combination of collaboration and

decisiveness on the part of leaders seems to be a compromise reached

in many educational organizations. According to Gold and Evans (1998)

many teachers do not want to have to take part in too much decision-

making. One of the disadvantages of collegiality is the time taken to come

to decisions where people are expected to reach a consensus. There is also

the feeling that those in positions of authority are ‘paid to take decisions’.

Gold and Evans (1998) consider that:

there is a very careful balance to be found between giving too

much information, asking for too much consultation from busy
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people, and making uninformed decisions without any consulta-

tion. Whichever balance is found is based on the management

philosophy of the senior managers in a school, and is then made

public and clear to all the stakeholders of a school. In theory this is

an effective way to run the decision-making processes of a school.

(Gold and Evans 1998: 21)

Bringing people together to make decisions through consensus may be

seen as a collegial ideal. However, Lumby (2008) points out that trying to

come to consensus may be somewhat counter-productive in an institution

that values the diversity of its members and that rather than making an

‘easy assumption of commonality’ there needs to be an ‘effort of under-

standing’ (Lumby 2008: 76) in keeping with the need for reflection and

‘mindfulness’ on the part of leaders. Coming to a consensus not only is

time consuming and difficult but also may eliminate useful and produc-

tive differences of opinion.

In organizations where there are strong subcultures, where opposing

views are held by groups and/or individuals, micro-politics may typify the

management style. In both bureaucratic, formal styles and collegial styles

the processes of decision-making will be relatively transparent. There will

be rules or conventions concerning decision-making which mean that in-

dividuals are aware of where power is held. However, in a micro-political

management culture, decision-making will be difficult to follow or

understand as individuals and groups make ‘deals’ with each other within

a context of power struggles. The actions of the professors in the scenario

in Chapter 3 exemplified micro-political activity. They were using their

strength and influence to counter the more formal power of the senior

management. Gold and Evans (1998) offer a good example of how micro-

political activity can affect decision-making:

Excessive micro-political activity may be indicative of blocked or

ineffective decision-making routes. For example, there might be

individual members of the management structure who do not

fulfil their management roles, and in this case do not act as a con-

duit for information and opinion, so other colleague work round

them, approaching other members of staff in order to expedite or

clarify matters.

(Gold and Evans 1998: 22)

Have you become aware of close groupings of staff, of a tendency

for views to be expressed by groups rather than individuals, of increas-

ingly difficult negotiation because the resolution of one problem becomes

linked to associated difficulties for others in the group . . . even to a sudden
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cessation of conversation when you walk into a room? If so you could be

experiencing micro-politics at work.

Recognizing the existence of power groups and developing manage-

ment strategies to meet objections in conflict situations are important in

themselves (Ball 1987), but understanding the management of the micro-

politics in an organization may help even more in pre-empting conflict.

Micro-political groupings often develop (or regroup) when policy matters

are being discussed and when participants have a greater or lesser degree

of vested interest in the outcomes (Hoyle 1986).

Hoyle (1986) has argued that leaders ‘know it goes on’, but frequently

avoid acknowledging its existence because it is not viewed as a wholly ra-

tional or ethical process and because people feel ‘unprofessional’ if they get

involved. For Ball (1987) micro-politics stems from different approaches

to participation. He outlines adversarial, authoritarian, managerial and

interpersonal approaches by leaders and the consequent reaction of the

led while Hoyle (1986: 17) defines micro-politics as ‘the strategies by which

individuals and groups in organizational contexts seek to use their re-

sources of authority and influence to further their interests’. He suggests

that the leadership strategies used include:

� Dividing and ruling: so that power groups are minimized.
� Co-opting and displacing: so that additional forces are brought into

play.
� Controlling information: so that groups cannot develop response

strategies.
� Controlling meetings: so that group representatives are not allowed

to dominate.

We need to recognize that there may be a gender aspect to micro-political

dynamism. Women are thought to be more likely to negotiate, compro-

mise and change allegiances according to the need of the time than are

men. Kanter (1983) writing about work in industry as long ago as the early

1980s has urged that to achieve success in many micro-political environ-

ments, women need to be very careful over how they communicate as well

as what they say (see Chapter 3).

In a case study focusing on micro-politics in a nursery school over a

period of three years, Salo (2008) found that the micro-political perspec-

tive on decision-making was not sufficiently powerful for what took place

in staff meetings. Instead, what was observed seemed more like actors in

a play and he asks:

However, what if teachers attending meetings are not at all in-

clined to use their power by participating in decision-making?
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What if their strongest wish is to ‘act’ as a teacher and ‘play the

role of’ the teacher in front of their colleagues and the Head?

(Salo 2008: 506)

This researcher rejects rational analysis, and even finds the micro-political

analysis of decision-making lacking and comes to the conclusion that it

can best be understood through the metaphor of ‘play’.

Reflection

When you consider the most recent meeting you attended, were you able

to see different power bases competing, and/or was it apparent that people

were ‘acting out roles’?

Decision-making and external influences

External demands may make decision-taking on the part of educational

leaders more difficult. Educational policy changes in Iceland moving

schools towards a more market driven approach provided a context

where principals had to take decisions in difficult and contested situa-

tions (Lárusdóttir 2008) and where their values as education profession-

als and leaders of learning were challenged by strict target setting and

monitoring:

Their [the head teachers’] narratives have drawn attention to the

fact that there are times when neither knowledge nor experience

are adequate, situations which have called for reflection, a search

for a barometer or a criterion for something which they would

usually call ‘a good’ solution. This has highlighted the place of

values in head teachers’ decision-making because it is here that

the head teachers’ personal and professional values and valuation

processes have come into play.

(Lárusdóttir 2008: 228)

Wildy et al. (2004) have developed an instrument to investigate

decision-making by school principals who they see as subject to three

sets of demands, again because of policy changes. The original work on

this was done in Australia and New Zealand, but the instrument has since

been applied in the Netherlands and Taiwan and is to be used in other
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countries. According to them, principals have difficulty in embracing the

following three competing demands that relate to decision-taking:

1. Accountability to education authorities, including being finally

accountable for all the decisions that are made in the school.

2. Making decisions collaboratively while holding strong views

themselves.

3. Making decisions collaboratively in groups even though this may

not be the most efficient way of decision-making, ‘wasting’ the

time of those involved.

The second of these competing demands was the dilemma felt by the

head teacher in the scenario in Chapter 2 where she respected the views

of the others on the appointment panel, but held strong views herself on

who should be appointed. In that situation more discussion about values

might have helped the situation.

In a higher education context, Williams (2009) identifies some of the

leadership dilemmas that deans of business schools have to handle. They

include decisions about structures (e.g. departmental versus a faculty struc-

ture), pedagogy (e.g. face to face or distance learning and teaching) and

culture (e.g. maximizing student numbers versus the quality of students

entering the business school):

Underlying these dilemmas are clashes between old and new

cultures, that is academic values relating to autonomy and know-

ledge generation and management values relating to competitive-

ness and financial control.

(Williams 2009: 135)

It is pointed out that there are no right or wrong decisions to make as each

choice could benefit aspects of the business school. In practice it was up

to the deans ‘to give a lead by initiating and/or supporting appropriate

change, given the mission and objectives of the school’ (Williams 2009:

136).

In these cases it may be underlying values that determine how decisions

are made.

Values in decision-making

Values may be especially apparent in decision-making in difficult situa-

tions. In an example focusing on Quebec Province School Superintendents

(Langlois 2004: 82–84) researchers identified stages of decision-making in

really difficult situations. Some of those identified were: instances of fraud

in their organizations; having to fire school principals; allegations of sex-

ual harassment towards students; demoting employees and dealing with

grievances as a result of dismissals or demotions.
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Research showed that the superintendents tended to take a problem-

solving approach, which went through eight overlapping and successive

stages. These were:

1. Responding to and acting upon a given situation. When they were

aware of the urgency of the matter they took responsibility and

tended to ‘take things immediately in hand’.

2. Checking the rules, standards and school district policies. This

involved checking whether there were legal issues to take into

account or procedures that they should follow.

3. Becoming ethically aware of the dilemma. At this stage they focus

on the fact that there is no one right course of action and they fall

back on the ‘values, principles and responsibilities’ upon which

they will base their decision. They are also likely to consult a

trusted colleague or friend at this stage.

4. The ethical analysis stage. This is a type of a review of the situation

so far, which is where they bring in personal and professional val-

ues. The analysis of this crucial stage ends with a decisive element

which ‘consists of recognizing which values are non-negotiable’.

5. Despite this non-negotiability, they will seek support for their de-

cision from those to whom they are accountable and then prepare

to present it to those concerned.

6. A meeting with those concerned takes place when the decision-

maker announces the decision ‘frankly, but always with consid-

eration for others’.

7. Concluding the decision-making process. This might involve

writing a report.

8. Assessing the consequences and effects on the organization. Clos-

ure of the problem, although there may be further rounds and

repercussions, for example if one of the parties has a grievance.

Overall, it seemed essential that the superintendents were able to stand

back from the situation, assess the consequences of their decision and be

confident about explaining their decision, when called on to do so. They

felt it was essential for them to be consistent and have moral respon-

sibility.

Reflection

If you have been faced with decision-making in a difficult and sensitive

situation were those the stages that you went through?
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The need for educational leaders to make decisions has been examined

by Robbins and Trabichet (2009) in the light of living in a multicultural

society. They propose that educational leadership training programmes

should include consideration of ethics. They conclude that educational

leaders in multicultural societies seeking resolution of dilemmas ‘must

look at their own place in relation to these cultures and thus understand

any cultural bias he or she many have’ (Robbins and Trabichet 2009: 55).

These sentiments are very much in keeping with the predominant values

of this book.

Managing conflict: Living with difference

You will have realized that unless there is complete stability within an

organization, there will always be the potential for discussion, some dif-

ference of opinion, downright disagreement or pernicious disharmony.

In this section we will be looking at the notion of conflict. However, you

are urged to move from the view that conflict is necessarily a negative

and destructive force to recognize its potential for growth and develop-

ment although it presents a challenging situation to leaders. The following

scenario illustrates conflict and its management.

Scenario: Conflict over change in a
South African school

As part of some research into leadership in South African schools, a town-

ship school reported on the management of decision-making. Although

the findings have contributed to other research, part of the evidence

helps us to understand how conflict develops. Contextually this secondary

school has 1,300 students up to age 16 with 40 staff and has been under

considerable pressure to enhance external examination results despite the

three problems of inadequate staffing (the ratio is 1 teacher for 40 pupils),

inadequate building and equipment, with particular pressure on rooms to

allow for work with those following science and technology, and staffing

problems arising from difficulty in recruitment into a socio-culturally dif-

ficult area.

As part of the national policy, Curriculum 2005, there are many on-

going changes in the organization and delivery of the curriculum. These

are summed up by the Southern African Historical Society in 2006 in the

following statement:

We welcome the break with the old authoritarian and rote learn-

ing styles of the past. We welcome also its commitment to equal-

ity in teaching and training; its recognition of the urgent need
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to create more and better opportunities for entrance to and from

all levels of teaching and training; its greater recognition of skills

and qualifications obtained in job-related training; its identifica-

tion of the need to promote lifelong learning; its promotion of

a more direct integration of learning and training, of knowledge

and skills to educate and train people who can do things; its more

rational integration of knowledge and skills in different learning

areas, emphasising co-operative learning and the development of

a basic understanding of what is learned and why it is learned; its

recognition of the importance of an outcomes-based approach to

teaching and training; and its promotion of critical thinking and

civic responsibility.

(Southern African Historical Society 2006)

For the staff of the school, however, there are many problems. They have

grown up with authoritarian approaches and rote learning and continue

to see this as the only means of coping with educating large classes with

limited equipment and resources. They belong to a highly unionized pro-

fession that is only slowly moving to accept changes in approach and

have been working to secure some sort of trade-off in enhanced prep-

aration time, additional staffing resources and salary payments in recog-

nition of the additional demands for training, teaching and behaviour

management. Additionally, the low rate of staff turnover and the hier-

archical awareness of long-serving staff have led to entrenched opposi-

tion to change. This has been exacerbated because of the appointment of

a coloured woman principal working with a predominately African staff.

Her management of curriculum change shows how conflict can be de-

fused. After her appointment she made a statement that all staff would be

equally valued and the opinion of everyone would be considered in the

management of change. This was not well received by the senior man-

agement team of two deputy principals and three associate principals.

Their view was that the school had always suffered when change upset

established routines and when members of staff felt that they were be-

ing asked to express views which were then ignored. One of the associate

principals (the most recent appointment, and the only one to have under-

taken a postgraduate leadership course) argued that there was a case for

working with, rather than against, the principal and that it might be help-

ful to seek her views of the long-term vision for the school.

The concept of vision seemed inappropriate to the remainder of the

group but they were convinced that ‘while the principal is looking at

vision she won’t be interfering in the classroom’ and so it was agreed that

they would work with her. At this stage the principal was asked by her

governing body to outline her strategy for the development of the school.
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Her response was that it was important for everyone to be involved and

she established a series of professional development meetings at which

the question was ‘What sort of a school do you want to work in?’ She

asked that each working group (curriculum subject staff, pastoral and

behaviour staff, activities staff and the senior management team) should

respond with one short paragraph at the end of the meeting.

The groups duly met and then realized how complex a simple question

was. Joe, a senior science teacher, spoke at the curriculum group and

argued for the retention of a very tight discipline hold so that ‘we know

where we stand’ but he also realized that the most able students needed

the opportunity of experiential learning which had a greater freedom to

it. Arusha, subject leader for the humanities group of subjects, argued for

a more relaxed approach to discipline so that ‘the students can become

responsible citizens within the school community’. Walter, subject leader

for mathematics and computer skills, and a strong union representative,

argued that you could not achieve any progress without more resources

and so the school would have to continue as it was. After two hours of

diametrically opposed views, the group moved to secure some unanimity.

At this point one of the younger staff, Angel, said: ‘I have listened to you

all and said little but I am aware of the fact that we all want the best for

our students despite the problems you have outlined, and so I propose

that we set out our ideal and then outline the most important problems

to be overcome.’ This led to the curriculum group report being stated in

the following way:

We feel that we should be moving to a curriculum that is broad, chal-

lenging and interesting but we will not be able to attain it without

enhanced resources and more staff training.

While this was indicative of progress, Walter went back to the staff room

and gathered a group of older staff around him to argue that whatever the

ownership of change it would mean more work and that individualized

learning was a ‘noble aim but unattainable and so the principal should

be told that she needed to be part of the real world’. This antagonism

bubbled on for some weeks and the principal became aware of staff unrest.

After some discussion with the chairperson of the school governing body,

she decided to meet the opposition from what she saw as an influential

group of people.

To do so she asked Walter to join the vision planning committee whose

task was to ascertain the vision for the school, in the light of the statements

from all the staff groups. She told a daily staff meeting that no vision could

be achieved without cost, but that, as part of the work, she would ask the

planning committee to identify practices that were taking precious time so

that there would be no implementation of vision without a compensating
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gain from unnecessary procedures, and she had a special meeting of the

governing body at which she outlined her three priorities for the coming

year.

These were

� To secure improved behaviour with recourse to positive rather

than negative discipline
� To seek financial support from the community associations so

that everybody had a stake in the improved school
� To develop a staff development programme meeting the needs

of each individual so that, when agreed, they would all be able

to work for the new vision.

The story goes on but the principal gained by marginalizing and then

involving the opposition, giving time as well as seeking changed practice

and maintaining a strong stand as the leader for a changed school.

We have already looked at the importance of communication in Chap-

ter 3, and if we think of the resolution of conflict as the opportunity

to re-establish communication then the organization, and more impor-

tantly, human relationships do not suffer. Handy (1993: 108) uses the basic

concept of ‘difference’ in identifying the nature of conflict and, using a

pluralist perspective, he distinguishes between three kinds of difference:

� that arising from ‘argument’
� that arising from ‘competition’ between participants
� that which reflects genuine ‘conflict’ arising from some deep-

seated cause.

He then suggests four strategies for working through difference:

� shared leadership, offering open discussion
� confidence and trust in others, letting them express their views
� challenging tasks, involving interpersonal activity
� making full use of group member resources.

These differences and strategies can be seen in the scenario above,

where the new principal followed all four steps. The strategies can be

seen more generally working across education – for example in planning

for subject progression in primary and secondary schools or in curriculum

meetings planning new subject combinations in further and higher edu-

cation – although where people seek to enhance self- or peer-esteem or

wish to gain senior management support, competition may become ap-

parent. Handy (1993) notes that at the productive or ‘fruitful’ level, some

degree of competition may be helpful, first, in setting standards, second, in
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stimulating and channelling energies, and third, in ‘sorting things out’ –

distinguishing better from worse.

Reflection

Think of one of the examples of conflict within your organization. Are they

more than merely ‘difference’ and to what extent could the Handy strate-

gies have been of value in resolving problems?

Where Handy (1993: 108) sees conflict as ‘harmful difference’, it is

characterized by:

� poor communication, both laterally and vertically
� inter-group hostility and jealousy
� interpersonal friction
� escalation to arbitration
� proliferation of rules, regulations, norms and myths
� low morale over apparent inefficiency.

This situation may arise to a greater or lesser extent during any decision-

making process. Handy (1993) argues that two basic management strate-

gies are available to deal with conflict:

� Control by ecology strategy (often seen as fruitful competition),

which harnesses the cultural forces within an organization.
� Regulations strategy, which uses formalized control through mech-

anistic approaches and control of power to listen and then impose

change.

The former way of resolution (adopted by the principal in the scenario)

may be time-consuming and rely heavily on the values structure of the

organization but it is less negative than the latter which imposes a will

on the basis of power. The former way also ensures that the organization

benefits from the range of diversity of its members.

Armstrong (1994) advises that those who wish to resolve conflict

need to:

� listen actively
� observe as well as listen
� help people to understand and define the problem
� allow feelings to be expressed
� encourage alternative solutions
� get people to develop their own implementation plans.
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This type of conflict resolution can be seen in the scenario, where the

overall approach might be seen as ‘collaborative’ (Armstrong 1999: 656).

This is one approach and was appropriate because the conflict was about

important matters. However, the conflict may not always be about im-

portant things. Armstrong (1999) identifies other approaches to conflict

resolution in different circumstances. These include:

� Avoiding: where an issue is trivial
� Compromising: to reach a quick agreement
� Accommodating: not upsetting the other person when you are

wrong.

Although there may be different levels and types of conflict, it is worth

remembering the following generalizations from research on teacher par-

ticipation in decision-making. The findings generally indicate the follow-

ing:

� The opportunity to share in formulating policies is important for

morale.
� It is positively related to the teachers’ satisfaction with the profes-

sion.
� Teachers prefer principals who involve them in decision-making.
� Decisions fail because they are not accepted by subordinates.
� Teachers neither expect nor want to be involved in every decision.

(Hoy and Miskel 2005: 323)

Difficult individuals

Schacter (1951) has indicated that where a member of a close-knit

team disagrees significantly or displays apparently ‘deviant’ behaviours –

whether in team-meetings or elsewhere – communication with the in-

dividual is, at least initially, likely to increase dramatically in order to

‘problem solve’ and ‘bring the person round’. Where the ‘deviant’ be-

haviour persists, communication efforts are likely to peak, the group ‘cuts

its losses’, and communications rapidly decline, with individuals some-

times being told openly of their ‘rejection’. On a more positive note, Belbin

(1993: 67) recommends that where there is a ‘difficult’ person in a team,

efforts should be made to ‘seek positive leads from what may seem an

unwelcome trait’. For example, he suggests that someone who is cynical

may have the ability to analyse and make judgements and that this ability

which has ‘gone sour’ may be harnessed to more positive ends by asking

for an opinion on a relatively neutral matter and so engaging them with

the work of the team.
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In our scenario, Walter shows some aspects of being a difficult indi-

vidual, although his role as union representative means that he has to

challenge changes that might impact negatively on staff. The new princi-

pal engages him in an important committee who are charged with finding

ways of cutting the work of staff to compensate for any change that brings

more work.

Gold and Evans (1998) suggest that working with a particular individual

who is ‘difficult’ may be addressed by the following tactics:

� Acknowledging the uncomfortable feelings aroused in you by your

difficult person, then trying to put the feelings aside to work ob-

jectively with the problem.
� Separating the person from the problem.
� Taking time to think about your next action.
� Developing a network of people so that you can support each

other.
� Planning your actions carefully, discussing them with others or at

least rehearsing the conversation with yourself.
(adapted from Gold and Evans 1998: 44–45)

Negotiation skills

Negotiation skills have become increasingly important in the context of a

more marketized education service because so many resource issues have

to be locally managed. Lowe and Pollard (1989: 187) suggest that ‘frame

of mind’ is as important as what is said. They see the twin tensions of push

and pull, otherwise understood as win or lose, in competition, and argue

that successful negotiation often stems from the ability for both sides to

think that they have gained in some way – seen as a win-win situation in

which both can claim to have gained.

� Common goals exist: clear and shared organizational/group pur-

poses.
� There is openness about how to progress towards clear goals.
� Failure is not punished but is seen as productive learning.

There are differing estimates of the number of stages of the nego-

tiation process, but the Graham (1987) four-stage model identified in

Thomas (2008: 138) proposes that business negotiations follow the fol-

lowing stages:

1. Non-task sounding or relationship building.

2. Task-related exchange of information.

3. Persuasion.

4. Making concessions and reaching agreement.
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Although these stages seem universal, the ‘content duration and impor-

tance of each of these stages can be seen to differ across cultures’ (Thomas

2008: 138), with more time being taken on the first two stages in Japan

and China and less in the USA.

Similarly the style of negotiation may vary, with three identified styles:

rational, the appeal to logic; affective where the appeal is to the emotions

and finally the ideological. Culturally there is also a difference in the pref-

erence for confrontation or for more restrained and subtle bargaining.

Reference to the Hofstede (1991) dimensions (see Introduction) may be

helpful in predicting how cultures may differ.

Reflection

Think back to the scenario earlier in the chapter. How would you have

gone about negotiating the curriculum change with one of the teachers

entrenched against change.

Assertiveness

Assertiveness is an important part of negotiation and should be differ-

entiated from aggressiveness. Back and Back (1990: 1–2) see assertive be-

haviour in:

� Standing up for your own rights in such a way that you do not

violate another person’s rights.
� Expressing your needs, wants, opinions, feelings and beliefs in

direct, honest and appropriate ways.

While aggressive behaviour involves:

� Standing up for your own rights, but doing so in such a way that

you violate the rights of other people.
� Ignoring or dismissing the needs, wants, opinions, feelings or be-

liefs of others.
� Expressing your own needs, wants and opinions (which may be

honest or dishonest) in inappropriate ways.

Assertiveness is preferable to aggressiveness in negotiation, but there are

also passive and manipulative ways of operating.

When you want to express your ideas, opinions, needs and feelings,

you have four basic choices:
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� To respond aggressively and either face the hostility of the other

person, or know you have put that person down, for example

through sarcasm or by being patronizing.
� To respond non-assertively (passively), putting yourself down or

withdrawing from the situation, this approach can indicate a lack

of self-esteem.
� To respond manipulatively, throwing out hints and hoping that

the other person gets the point; the danger with this is that the

other person may be resentful if they feel they are being manipu-

lated.
� To respond assertively, making your statement in a calm, confident

and direct way, always keeping in sight the needs of the other

person.

Assertion is the direct and honest expression of feelings, needs and opin-

ions. It enables you to stand up for yourself without losing compassion

or sensitivity, and with a genuine respect for the other person. Assertive

behaviour is associated with self-knowledge, self-respect and respect for

others.

Assertive behaviour means taking control of your own life, neither

blaming others, nor believing that others are responsible for your choices

or behaviour. It allows you to express feelings openly and effectively with-

out fearing ridicule, rejection or guilt, and to set limits so that others know

where they stand with you.

Group conflict

While it is possible to see our activities in terms of individual behaviours,

there is a collective element, and when conflict affects inter-group rela-

tionships regulatory strategies are often used. According to Handy (1993:

311–312), these include the following:

� Arbitration: particularly helpful for highly specific issues.
� Rules and procedures: although part of ‘bargaining’, can constrain

and inhibit permanent solutions.
� Coordinating devices: ‘boxing the problem’ by marginalizing people

into ‘new’ roles.
� Confrontation: being ‘upfront’ and challenging.
� Separation: providing a ‘cooling off period’.
� Neglect: ignoring issues which seem trivial or irresolvable, but can

stifle productive work.

Everard et al. (2004) consider how far conflict is avoidable. They sug-

gest that if it moves from being individually focused to group-based,
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attitudes can harden and ‘win-lose’ situations prevail. Creating ‘win-win’

solutions can be difficult, however, because personal attitudes are often

the hardest management ‘nuts’ to crack. In addition, options for resolu-

tion may be constrained by the professional context, organizational ethos

and, ultimately, even the framework of employment rights. Resort to law

can sometimes inhibit ‘common sense’ solutions. Armstrong (1994) high-

lights the following as the four negotiation stages:

� Preparing: setting objectives, obtaining information and determin-

ing strategy.
� Opening: revealing your bargaining position.
� Bargaining: spotting weaknesses in the other person’s case and con-

vincing them of the need to ‘move’.
� Closing: recognizing the impossibility of further compromise.

Everard et al. (2004) offer a similar framework, but one built on achiev-

ing goals rather than resolving win-win, win-lose, lose-lose types of con-

flict. This process begins by assuming that agreement will be reached and

Mulholland (1991) suggests that both parties should compare and con-

trast their options, judge and evaluate the ideas, clarify and test the views

expressed, and then establish and reiterate goals as the criteria for success-

ful closure. This requires an established discipline of procedure that all

parties are prepared to follow.

The ability to negotiate and settle issues reveals much about how com-

munication skills are used, the communications environment and pro-

cess, and how far progress is achieved without either party losing face.

Such skills are fundamental in developing good relationships both at in-

dividual and team levels.

Reflection

Think of an issue within your organization where group negotiation has

been necessary. Did the resolution show ‘good practice’?

Summary

This chapter has considered the vital area of decision-making, and the

links with styles of leadership and management and underlying values.

Particular attention was given to micro-politics and its relationship to

conflict with some examples of how conflict may be managed. The chapter
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finished by considering the skills of negotiation and the importance of

assertiveness.

Further reading

For a chapter on general and theoretical business approach to conflict and

decision-taking, see: Hoy, W.K. and Miskel, C.G. (2005) Educational

Administration: Theory, Research, and Practice, 7th edn. Boston, MA:

McGraw-Hill International.

For a more detailed discussion of micro-politics see the following, which

looks at the theoretical basis of micropolitics and then at research

into its impact and management through differing leadership styles:

Blase, J. and Anderson, G. ( 1999) The Micropolitics of Educational Lead-

ership: From Control to Empowerment. New York: Teachers College Press.

And then, affecting whole school policy, see: Lindle, J.C. (1999) What

can the study of micropolitics contribute to the practice of reforming

schools? School Leadership and Management 19(2): 171–178.



5 Motivation and delegation

In this chapter we are concerned with the way in which people might

balance their motivation as individuals with their shared efforts and con-

tributions to their organization. However individuals perform, they are

also members of teams and groups, and the organization as a whole of-

fers an environment encouraging, or sometimes, discouraging to their ef-

fort. There is a relationship between the individual and the organization

and vice versa; this relationship leads us from considering motivation

to thinking about the distribution of responsibilities within the team or

organization through the process of delegation. This can bring tensions

especially within a professional environment and the way in which these

are managed, and by implication, the organization is led, has an impact

on personal satisfaction, organizational culture and organizational suc-

cess. In this chapter we look at the way in which motivation can inspire

individuals, using an example from our research into diversity issues. We

then look at the ways in which delegation can open up opportunities for

individuals and the organization.

Scenario: Interview on career progress

Gerry was interviewed about his career progress so far. He is of Caribbean

descent and had grown up in South London, emerging as a star student

at a local comprehensive school. He is now a lecturer at a rural college of

further education in the UK and has been in his present post ever since

leaving university five years ago. He had completed the postgraduate

teacher training course in social sciences and embarked enthusiastically

on his career. Gerry is a member of a four staff subject group within a

much larger humanities faculty of thirty staff.

He reported that early in his time at the college he realized that he was

not fully enjoying his work but because of family ties he thought that he

would have to stay in the area and hoped that ‘things might get better’.

He had a college mentor during his first two years but the support had

been somewhat limited and although he had been observed teaching on

three occasions, there had been very limited feedback. ‘To be doing all

right’ was not a sufficient commendation for him and he went back to

talk with his former college tutor.
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She probed the sources of Gerry’s unhappiness. In part it was a reflec-

tion of the teaching load which was made up of 70 per cent provision of

personal and social education (PSE) courses for students taking a range

of two-year vocational courses, and the other 30 per cent contribution

to academic A and AS economics courses. The PSE courses he described

as ‘hard work because the students don’t really want to be with me and

they would be far happier in their vocational courses’, and teaching the

economics was ‘not really satisfying because he was being told exactly

what to teach by the head of subject’. There were two other main prob-

lems, however. Gerry saw himself as ‘being a sole male in a subject area

dominated by able women’ and ‘socially at a disadvantage because of the

very few people of minority ethnic background locally’. After further dis-

cussion the ex-tutor suggested that Gerry should seek an interview with

the head of department and set out why he felt so unhappy.

The head of department, John, who Gerry described as ‘old enough to

be my grandfather’, asked Gerry to prepare for their meeting and assured

him that anything he wanted to say would be treated in confidence al-

though there would have to be a formal agreed minuting of the meeting.

When Gerry began to set down his concerns, he realized that he was still

a junior member of staff and that he had not shared his feelings during

development with any other member of staff, or indeed, with anyone in

the local community. He went to his meeting and began by saying that he

recognized his own problems but that he felt that he could be doing so

much more for the college. And that was to prove the key to a successful

outcome . . . as we shall see later in this chapter.

Motivation of ourselves and others

Whatever the nature of the team and the interrelationships between col-

leagues, successful education depends upon motivation at all levels – as

leaders, as followers and as learners. Much has been written about motiva-

tion stemming from stimulating workers within the industrial context to

maximize output. Such a mechanistic view is not strictly applicable within

education and there is much concern about the inapplicability of differing

forms of payment by results (however it is disguised) to human interac-

tion, particularly in education. For most educationalists the more human-

istic approach of encouragement, self-development and professionalism

are more appropriate, and performance management can ensure that edu-

cational teams are supported in securing effective schools and colleges.

Several authors, who based their work on research into the functioning

of mainly white upper-working-class or middle-class males in industrial

settings, have added much to our understanding of the way in which
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people can be motivated. As always, critical evaluation prompts us to ask

whether the results would have been different if the gender, class or cul-

tural composition of participants had been different. Maslow (1943) es-

tablished a hierarchy of needs and saw motivation as the spur for our

progression. These are:

� Physiological needs (the lowest level), i.e. ‘homeostasis’ (the body’s

automatic efforts to function normally) and covers the need for

food, water, sleep, sex.
� Safety and security needs, i.e. the need for security, freedom from

pain, physical attack, predictability, orderliness.
� Social needs, i.e. the need for affection, a sense of belonging, social

activities, friendship and for giving or receiving love.
� Self-esteem or ego needs, i.e. the need for self-respect, confidence,

personal reputation, and esteeming others.
� Self-actualization needs (the highest level), i.e. involves realizing

one’s full potential – what Maslow describes as ‘becoming every-

thing that one is capable of becoming’.

There is considerable discussion of the nature of self-actualization. Boeree

(1999) summarizing the characteristics of the individuals selected by

Maslow as examples of people reaching this level points out that:

they enjoyed solitude, and were comfortable being alone. And

they enjoyed deeper personal relations with a few close friends

and family members, rather than more shallow relationships with

many people. They enjoyed autonomy, a relative independence

from physical and social needs. And they resisted enculturation,

that is, they were not susceptible to social pressure to be ‘well

adjusted’ or to ‘fit in’ – they were, in fact, nonconformists in the

best sense. They had an unhostile sense of humour – preferring to

joke at their own expense, or at the human condition, and never

directing their humour at others.

(Boeree 1999: 7)

These seem to be very exceptional people, but with one exception were

all male. The assumption was that they represented the norm. This raises

issues about the way in which males and females progress to, and ex-

perience, self-actualization, and it may well be that reconsideration of

Maslow’s evidence in the light of current understanding of gender could

lead to different conclusions. Is it likely that more women than men show

the leadership characteristics outlined above? If so it would be expected

that a higher proportion than actually evident should progress to senior

leadership positions. Research (e.g. Davidson 1997; Powney et al. 2003;

Coleman 2005) shows that this is not so.
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McGregor (1960) also did not consider variables such as gender. He

argued that motivation is dependent upon the attitudes of participants.

He suggested that there are two sets of contrasting assumptions about

people and work – Theory X and Theory Y.

According to McGregor (1960), Theory X assumes that most people

� inherently dislike work and are lazy
� are self-centred and lack ambition: indifferent to their organiza-

tion’s needs they have to be coerced, directed, controlled or threat-

ened in order to achieve at work
� prefer to be directed, wish to avoid responsibility and, above all,

want security.

By contrast, Theory Y assumes that most people

� are, by nature, physically and mentally energetic: work is as natu-

ral to them as rest and play; laziness results from poor experiences

at work
� do not need to be externally controlled or directed: people can

exercise internal self-control and self-direction when working to-

wards objectives to which they are personally committed
� will seek and accept responsibilities under the right conditions
� have the capacity to exercise a high degree of creativity, imagina-

tion and ingenuity and become passive and resistant to the orga-

nization’s needs only because of the way they have been treated.

Following research in industrial contexts, Herzberg (1966) suggested

that as we consider our actions, we are driven by maintenance factors

(he called them ‘hygienes’) and motivational factors (he called these ‘sat-

isfiers’). ‘Hygienes’ may be taken for granted as when new crockery is

provided for the staff room because people think it should be there any-

way as a right, but ‘satisfiers’ do prompt some further effort for example

when teachers recognize that they are being effectively involved in policy

development. Hean and Garrett (2001) considered the different causes of

satisfaction and dissatisfaction in secondary science teaching in Chile but

their findings can be re-echoed throughout the world. Sources of satisfac-

tion included interactions with students, relationships within the school,

and opportunities to contribute to the future development of society.

Against these aspirational gains, dissatisfaction was related to poor salary,

excessive workload, student characteristics, and problems with resources

and infrastructure (hygienes). Thomas (2008) considers how cross-cultural

issues affect motivation. He points to the way in which cultural back-

ground affects the skill variety offered by people; the way in which they

perceive the task identity for a particular role and the importance or

‘task significance’ attaching to that role. Cultural issues may also affect
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autonomy in working and feedback in performance especially where the

leadership style may be inherently male dominated and authoritarian.

Reflection

Consider your own work situation and list the factors that motivate, and

those that are demotivating. How are they recognized and acted upon by

the leadership to whom you are responsible?

It is generally accepted that much human behaviour is driven towards

achieving goals in order to satisfy particular needs. Reflecting on the mo-

tivation literature Handy and Aitken (1986) divide motivation theories

into three categories:

� Need theories: these maintain that an individual acts in order to

meet a need or set of needs; for the teacher this may be seen as

working so that there is some chance of meeting the basic needs

for food, shelter and warmth and then moving on to enjoy a better

life.
� Goal theories: these argue that we direct our actions in order to

achieve particular goals. These may not be the means to an end

but simply the achievement of something for its own sake; for the

educationalist. This may be through reaching a particular compe-

tence level or recognizing capacity to cope with particular stan-

dards by students or encouraging creative activity.
� Self theories: these hold that we act to maintain or improve our

image of ourselves and therefore our sense of self-respect. This

may reinforce our beliefs in what is good in ourselves, what is

good in the organization of which we are part, and what we hope

to achieve in the future.

Handy (1993) points out that elements of all three types of motivation

theory may be evident in a person, and that they may vary over time. He

offers a list of assumptions, the understanding of which may help leaders

to recognize and respond to varying organizational problems.

� Rational-economic assumption: people can be driven to complete

tasks because they know that they need to achieve their economic

needs as seen in pursuing further training and development.
� Social assumption: people gain their sense of identity through re-

lationships with other people and that the effective leader can

mobilize and use these social relationships – hence the growing
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importance of team development in aspects of school and college

management.
� Self-actualizing assumption: people are primarily self-motivated and

self-controlled, making them able to integrate their own goals

with those of the organization if given the opportunity – the basic

thinking behind rewards systems.
� Complex assumption: at any one time many motives will be at work

but they may not all need to be satisfied at the same time since

much depends on a personal assessment of the appropriateness of

the situation for need satisfaction.
� Psychological assumption: that people are complex and maturing or-

ganisms, passing through psychological and physiological stages

of development. People evolve an ‘ego ideal’ towards which they

strive: over and above their basic drives, the importance of self-

esteem in behaviour management.

Reflection

How would you apply Handy’s classification of theories to the culture of

motivation within a school or college known to you? Do different people

accord with different theories?

Theory into practice

Concentration on individual characteristics leads to the ‘humanistic’ view

of motivation in education as shown by Moss (1999) who has considered

the view of American researchers who commend the ideal of the ‘tran-

scendental teacher’. This is one who overcomes all the contextual and

organizational inhibitors to teach in an energetic and enriching man-

ner with ‘calm presence and a sense of humour’. He argues that skilled

leadership can promote cultural and attitudinal changes in the classroom

helping teachers to aspire to the ideal, but does not underestimate the

effort involved. Canter and Canter (2001) argue that for this approach to

be successful leaders need to do the following:

� Define the mission: the principles that underpin the purpose and

practice of teaching.
� Turn round negative assumptions: rephrasing the negative in a way

that fits the mission.
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� Reframe problems: going beyond the negative statement to find the

real problem.
� Build trust: minimizing stress and welcoming contact reduces the

possibility of misunderstanding.

Such an approach focuses on the link between the teacher and the work

of the school or college, the link between the mission and the pedagogy

of the classroom and the link between teacher and learner, and between

teachers. If this can be achieved there is then motivation for leaders to

lead effectively, and for the led to feel that they are driven forward by

positive corporate and individual achievement. In this situation there is

no view of ‘carrot and stick’ motivation, but rather that all concerned are

driven forward by the wish to achieve.

The wish to achieve is fundamental to educational improvement and

relies on the way in which people interact. The importance of the man-

agement of relationships at school and departmental or phase level has

been identified by Hay McBer (2000) as fundamental to the development

of ‘classroom climate’ in their model of teacher effectiveness. Climate

can be summed up as ‘a measure of the collective perceptions of pupils

regarding those dimensions of the classroom environment that have a

direct impact on their capacity and motivation to learn’ (Hay McBer 2000:

1.1.5).

Enhancing the motivation to learn is surely the fundamental goal of

education and the relationship between leadership team and teachers,

and between teacher and taught is variously one of inspiring, cajoling or

coercing participants to undertake a programme of work in a way that will

enhance learning and achievement.

Importantly, in the context of education and teaching, the bigger the

difference between the ‘ego ideal’ of the teacher and his or her self-

perception, the more they become angry with themselves and the more

they feel guilty, when they cannot attain their objectives. Because work

is part of our identity (i.e. our ego ideal), it is important that opportuni-

ties are provided for all colleagues to work towards their perceived ideal

and thus become motivated. The assumptions we have about the way

in which people are motivated will obviously lead us to adopt different

approaches to motivating people in organizations. Thus, an assumption

that humans are ‘rational-economic’ leads to a bargaining approach and

to a concern with the benefits that education will bring. The adoption of

‘self-actualizing’ or ‘psychological’ assumptions is likely to show itself in a

greater concern with creating development opportunities in teaching and

learning.

Handy’s (1993) model, described as the motivation calculus, extends

Maslow (1943) as he suggests that our motivation is driven by a more
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complex set of circumstances than ‘needs’ alone. These include our own

interpretations and assessments of our working context which then form

additional layers or filters in determining our response. Handy (1993)

shows how individuals focus on the way that the individual deals with

individual decisions, and he outlines the notion of the ‘psychological con-

tract’ that each individual develops with the group that he or she becomes

involved with. He categorizes organizations according to the type of psy-

chological contract which predominates and points out that the contract

is usually ‘calculative’. It can, however, be cooperative or, where the con-

tract is not freely entered into, coercive. The cultural norms of the organi-

zation can affect the way in which this contract is worked out in reality.

Evans (2003) in a comparative study of school teacher morale and that

of teachers in higher education in England found that in schools: ‘those

who reported low levels of job satisfaction and, in some cases motivation,

attributed their negative attitudes to poor leadership and management

in their schools’ (Evans 2003: 143). The academics in higher education

were not influenced by departmental leadership but they were affected

by institutional leadership because it affected the ethos of their working

context. She claims that it is not leadership itself that is the factor that

influences attitudes but ‘it is the medium through which are transmitted

the values and ideologies represented by the contexts in which people

work’ (Evans 2003: 143).

Values and ideologies can underpin institutional attitudes to ‘outsiders’

(see Chapter 1). Powney et al. (2003), drawing on a survey of 2158 teachers

in England, found that teachers from black and multiethnic backgrounds

enter the profession later, and have lower satisfaction levels. Powney

et al. (2003) suggest that late entry is one of several organizational and

personal factors affecting participation in leadership roles (52 per cent of

BME staff in schools remain classroom teachers compared with 29 per

cent of white women and 35 per cent of white males). Motivation is likely

to play a part as there is evidence of hidden discrimination within social

and institutional cultures for teachers securing promotion. The authors

identified barriers including marginalization, indirect racist attitudes and

post-ghettoization – all compounded by a glass ceiling which is partic-

ularly serious for women. Harris et al. (2003), in a literature review of

the career progress of deputy heads, note reliance on informal networks

and school or college encouragement from which ethnic minorities are

often excluded. The cultural environment of teachers is also of signifi-

cance – women and Muslims, for example, can be unintentionally alien-

ated and excluded from networks by the male-dominated, Friday evening

post-cricket-match pub visit at the end of the week. These issues must be

addressed if motivation is to be facilitated and the highest potential levels

of satisfaction are to be available to all.
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Scenario: Interview on career progress
(continued)

And that brings us back to Gerry. He went to talk to John and their meeting

followed the agenda set by Gerry which was: my job; my future and

myself. It was agreed that the work programme being followed by Gerry

was not the most stimulating but that it was unlikely that there could be

much change given the current pattern of recruitment by the college.

John recognized the situation and said: ‘The problem is that you want to

get up the Maslow ladder and we can’t help you much.’ When they talked

about the future, Gerry said that he was anxious to get wider experience

but John said that that might have to come from a change of job.

Gerry was usually reluctant to talk about himself but did so on this

occasion, ‘and it was then that the grandfather in John came out’. He

pointed out that Gerry was rather self-centred and that he had let op-

portunities locally pass him by – discounted squash club membership,

the need for a social secretary for the staff common room and a request

for a member of staff to become a school governor had all come Gerry’s

way but been rejected. John asked Gerry to think about their talk and

to let him have a plan of action that could be shared with the head of

subject.

After the shock of John’s reminders Gerry realized that ‘rather than be-

ing done to, I had to do something myself’. His plan was to develop some

new approaches to teaching personal and social education ‘as my own

speciality’, with a request for training time to do so, to ask for reconsid-

eration of the rejected opportunity to serve as a governor when another

opportunity occurred, and to be more determined to share his ethnic

music interests with a student group. All these plans could be related to

the classical motivation theorists but in John’s terms were a ‘splendid ex-

ample of self-actualization’. Further motivation occurred when the head

of subject asked Gerry to take full responsibility for AS Economics course

organization. Gerry’s comment, reflecting on John’s ability to plant ideas

in other people’s minds, was: ‘I wonder where that has come from?’ The

success of delegation is another story!

(based on interviews for Glover 2006)

Delegation

One of the most significant ways in which colleagues can be given self-

ideal is through delegation of responsibility. Self-actualization may well

be promoted by the enhanced self-esteem that comes with a changed

role, and with the understanding that others have of this. Hierarchic
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responsibility structures create the environment within which others

perceive downward delegation to operate – strengthened by line-

management structures. Collegial structures, however, encourage dis-

tributed leadership, meaning that individuals undertake responsibility for

aspects of organization, but with a greater emphasis on shared responsibil-

ity. There may be a link between gender and perceptions of leadership, for

example Fletcher and Kaeufer (2003) found that female leaders are more

willing to encourage others to share in strategic development. However,

Coleman (2002: 119) found that most men and women head teachers saw

themselves as ‘collaborative and people orientated’. In a major study of

the research literature on the use of distributed leadership within schools

PricewaterhouseCooper (2007) note that:

Perhaps one of the strongest themes to emerge from this exist-

ing literature on effective school leadership (as well, incidentally,

as studies on leadership in the private sector), relates to the im-

portance of developing staff, nurturing talent and, related to this,

‘distributing’ leadership throughout the organization. Within the

schools context, distributing leadership is a potential means of

ameliorating some of the workload issues which are currently be-

ing faced by school leaders, by making the role more attractive

and the size of the job more deliverable. But distributed leader-

ship is about much more than just sharing out tasks. Rather, it also

encompasses a shared approach to strategic leadership, in which

professionals throughout the organization are genuinely engaged

and can influence its culture, ethos and strategic direction, albeit

to an extent that is commensurate with their position.

(PricewaterhouseCooper 2007: viii, para.12)

The findings of this exhaustive study are that the quality of school lead-

ership is the second most important determinant of the quality of pupil

learning. As the most important element is classroom teaching, it is ar-

gued that all teachers should be seen as leaders and developed as such,

through helping them to build vision, develop colleagues, think in strate-

gic terms and manage teaching and learning. In a way this is a cyclic

development because effective leaders are an influence on the motivation

of others which in turn enhances their personal motivation to succeed.

The authors found that school leadership has a greater influence where it

is most widely distributed providing that it is effectively led and managed

at each level.

But delegation is not as simple as it sounds. Gold and Evans (1998)

make a clear distinction between professional development which may be



Motivation and delegation 85

necessary to foster delegation and the process of delegation itself, stressing

that:

� Beliefs and values about teambuilding and working with people

will inform delegation.
� Careful negotiation and listening are necessary.
� Delegation may not necessarily save time as it involves careful

planning and training.
� Delegation is not about getting rid of tasks that the leader does

not want to do.
� It is important to examine customs about which tasks can be dele-

gated, for example, chairing meetings is a task which can usefully

be passed on for developmental purposes.
(adapted from Gold and Evans 1998: 48)

Jones (2005) in a review of effective delegation argues that the role and

responsibilities being delegated should be outlined; the nature of the work

being assigned should be clearly explained; the delegate should be left to

fulfil their role without interference; there should be some ‘rewards’ to act

as motivation; that there does need to be some form of oversight, and then

achievement should be evaluated within the performance management

structure of the school or college. Jones (2005) also stresses that there

are degrees of delegation to be considered by the leader in outlining the

accountability procedures for the delegatee – at one end of the spectrum

the light touch approach asks the delegatee to ‘let me know how things

are going’, but at the other extreme the delegatee only recommends and

action is taken by the leader.

Reflection

Consider a situation in which you have been delegated a role or respon-

sibility. What was your level of motivation to undertake the new task or

tasks? How far were the steps outlined above followed through? What

effect did this have on your ability to do the job, and to grow personally

and professionally? What would you change if you were to ask someone to

undertake a delegated role?

Your reflection possibly leads you to see that if the tie between task and

development is broken then delegation is simply a form of ‘passing the

buck’. Successful delegation depends upon identifying the person most
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likely to gain by fulfilling the function (although this may mean a higher

degree of leader supervision); understanding the process of briefing and

training, and developing some system of checking progress in meeting

personal and institutional needs.

Summary

Using an example of career progress, this chapter has been concerned

with the motivation of individuals as it might contribute to their work

organizations. We reviewed the ‘classical’ motivation theories, then con-

sidered how they might play out in practice, before looking at delegation

and its links with motivation. This leads us into the developing realm of

performance management – our next chapter.

Further reading

The following book is a detailed look at the way in which personal mo-

tivation can be encouraged and it links into the performance man-

agement issues in Chapter 6. It needs some time for reading but it is

a very helpful text: Sonnentag, S. (2002) Psychological Management of

Individual Performance. Chichester: Wiley Blackwell.

However, going from individual to the organization it is worth looking at

the following. This is a short book – literally an hour’s read – but it

does offer some very good ideas in a challenging way!

Gennett, D. (2003) If You Want It Done Right, You Don’t Have To Do It Your-

self: The Power of Effective Delegation. Fresno, CA: Quill Driver Books.



6 Performance management

This chapter is concerned with the way in which performance manage-

ment is becoming a major element in leadership. It is about agreeing goals

and targets for growth of the individual, team or organization and the

monitoring of those goals and targets. On occasions it is linked with finan-

cial rewards. The way in which it operates will depend a great deal on the

culture in which it operates. Performance management undertaken in a

collegial, collaborative framework will tend to be developmental, while in

a more bureaucratic environment may be seen as judgemental and mainly

for purposes of accountability. There are particular links with Chapter 5, as

performance management may enhance motivation, by rewarding efforts

and setting challenging but exciting targets which might include the dele-

gation of authority. There are also links with Chapter 11 on institutional

and individual development, as targets set in performance management

may be reached through professional development activities.

Managing performance within the
educational institution

For the past century and a half there have been repeated attempts to

secure success within schools in the UK by using a range of performance

measurement techniques upon teachers. Annual visits by inspectors test-

ing pupil attainment of rote learning in the ‘payment by results’ systems

of the late nineteenth century gave way to more occasional inspections

in the early and mid twentieth century; these led to open but generally

toothless appraisal systems in the later years of that century before the

development of frequent evidence-based inspections under the aegis of

Office for Standards in Education (Ofsted) after the Education Act 1988, a

system that has influenced inspection regimes in other countries such as

New Zealand. However, an amalgam of external and self-evaluative assess-

ment is now operating in many countries where self-governing schools

are provided with systems developed to ensure compliance with objec-

tives set by central government. According to the style of the leader, and

the context within which leadership operates, there may be an emphasis

on the quantitative, scientific or the qualitative, humanistic approaches

to assessment, or their use in a pragmatic manner given the person and
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task involved. Assessment and evaluation have been developed to foster

outcomes and educational leadership. League tables and published reports

have become the motivation, some would say driving force, for achieving

educational success, and distributed leadership is assessed as part of the

process.

In considering what this might mean for head teachers, Jennings and

Lomas (2003) suggest that the objectives for performance management

should be aimed at:

� Creating a closer linkage between school and management sys-

tems.
� Developing processes and strategies that improve management

practice in raising standards in the classroom.
� Enhancing target setting and review procedures.
� Engineering a rapprochement between the stakeholders to bridge

the divide between the conflicting views about the purposes of

appraisal and performance management systems for personal de-

velopment, performance monitoring and reward.
( Jennings and Lomas 2003: 370)

In a summary of the move towards performance management in

English schools, Cutler and Waine (2001) outline the legal framework

stemming from the Performance Management Framework (Department

for Education and Employment (DfEE) 2000), seen as a means of fund-

ing and helping schools to improve by supporting and enhancing the

work of teachers. It ensures that attention is focused on effective teach-

ing and school leadership which, in turn, benefits pupils, teachers and

schools, and thus should become an integral part of the school’s culture.

This works through a three-stage cycle of:

� Planning: team leaders (head teachers, deputy head teachers and

senior teachers with management responsibilities) meet with in-

dividual teachers to discuss the latter’s priorities. These priorities

are to include both the needs of pupils, but also the professional

priorities of teachers, and objectives are to be agreed for the com-

ing year. The background to such discussion is to be provided by

the school development plan, departmental plans and informa-

tion about the prior attainment of pupils. Discussion of objectives

should encompass ‘the progress of pupils in the widest sense’.
� Monitoring: the teacher and the team leader ‘keep progress

under review’ and take ‘supportive action’ when it is needed.

The agreed objectives will be underpinned by professional devel-

opment which is seen as a key aspect of the performance man-

agement process. Thus examples of ‘performance management
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objectives’ given in the document seek to link ‘professional de-

velopment objectives’ with ‘pupil progress objectives’.
� Reviewing: this is undertaken at the end of the year, and aims to

recognize achievements and identify areas for improvement and

professional development.
(based on Cutler and Waine 2001: 69–70)

Reflection

This three-stage development has been presented as a school activity. Could

it be applied within further and higher education?

In their review Cutler and Waine (2001) argue that while the three-stage

framework offers a link between student achievement and professional

development, there are possible tensions in the emphasis on quantifiable

national targets without reference to greatly variable contextual factors,

and in the top-down setting of targets by local authorities as agents of

central government. These limit the freedom for notionally self-governing

schools to determine their own objectives and further assume that leaders

and led will be in agreement on objectives and approaches within the

schools. Where this tension occurs both motivation and outcomes will be

affected.

Further, should performance be reflected in qualitative or quantitative

ways? Bush and Middlewood (2005) point to the problems of the diffi-

culty of measuring outcomes; of the impact on measured outcomes of

variations in context between and within schools and colleges; of dif-

ferences in teacher effectiveness in working with differing students; and

of lack of understanding of the process of effective evaluation especially

where insufficient time is allowed for reflection.

To meet these tensions there has been a movement towards the use of

what has become called a balanced scorecard approach. This attempts to

bring together a number of quantifiable and qualitative elements in one

institutional-or project-based performance management system. This can

have elements pertinent to individuals and to the organization as a whole,

offer evolutionary development of objectives and criteria to policy-makers

within the organization.

The scorecard is intended to help establish agreed goals. These

will be supported by measurements – and these latter are designed

to pull people towards the overall objectives, while also assisting

them in judging progress against these objectives.

(Kaplan and Norton 1996: 325)
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An example is the framework currently in use for local authorities in Eng-

land to self-evaluate their own progress in developing and implementing

policies designed to foster succession planning for school leaders. Per-

formance is internally graded according to quantitative data such as the

number of leadership course graduates currently seeking senior positions

after one, two or three years after graduation, and qualitative assessment

of the content of awareness sessions organized for school governors in

connection with developing the leadership culture in their schools.

There are problems when attempts are made to look at organizational

performance in the same way as individual appraisal. Storey (2002: 329)

summarizes the objections to performance management as:

� The challenge that ‘management’ of virtually any kind presents to

the ‘professional’ status and standing of teachers. This is associated

with the issue of desired autonomy and creativity.
� Performance management tends to be regarded as closely tied to

performance-related pay schemes.
� Teaching involves such diffuse and tacit skills that it cannot be

made subject to the systematization implied by performance man-

agement models.
� Initiative fatigue: the perceived excess of initiatives and change

programmes emanating from central government – many relating

to partial and isolated performance indicators.
� The lack of time in a school system undercut by lack of resources.

These objections can basically be contained within two major

issues: professionalism and initiative fatigue.

In considering performance review within the higher education con-

text, Taylor (2007) reviewed the development of approaches internation-

ally and concluded that the pursuit of excellence was supported by a

variety of appraisal schemes focusing on the quality of personal output:

Rewards include: promotions based on teaching excellence; teach-

ing awards and prizes; additional pay and/or increments; pub-

licity and events that showcase excellence; and, new titles that

ascribe status. Such mechanisms are encouraged by the Funding

Councils.

(Taylor 2007: 510)

Such inducements are however fraught with difficulty and Taylor (2007)

demonstrates the problems in developing criteria against which excellence

can be judged. These will vary according to subject, context and the ex-

pectations of the evaluation team. Because of the polarization that occurs

within many higher education organizations between teaching and re-

search objectives, it is possible that reward systems favouring research will
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further debase the teaching function as an area where excellence should

be recognized.

To these, and in all areas of performance review, we can also add

the danger of stereotyping expected performance with variation between

spurious generosity or over-critical views in assessing female or BME or

disabled colleague efforts either as individuals or as part of a leadership

group (Bush et al. 2005; Coleman 2005).

Reflection

What would be the best approaches to developing a performance man-

agement scheme for sceptical participants within a school or college?

Fitzgerald et al. (2003) looked at performance management within New

Zealand schools and concluded that there was an overwhelming tension

between bureaucratic control and professional autonomy which could be

overcome only if there was a much higher degree of local and professional

ownership. There have been attempts to achieve this. Two examples, one

of monitoring (i.e. concerned with process) and one of evaluation (i.e.

concerned with the achievement of aims), offer scope for further devel-

opment of performance management that is potentially constructive for

all participants.

Monitoring – Assessment for Learning (AfL)

Hargreaves (2005) deals with assessment of, or for, learning as an aspect

of monitoring in the classroom. She sets out six possible objectives:

� Measuring pupil attainment against stated targets or objectives
� Using assessment to inform the next steps in teaching and learning

planning
� As a basis of feedback for improvement
� As evidence for teachers to learn about pupil’s learning
� As a basis for children to take some control over their own learning
� As an opportunity to turn assessment into a learning event.

After consideration of varying teacher perspectives of monitoring

Hargreaves (2005) concludes that development requires people to think

critically about which approaches to learning really satisfy the personal,

professional, long-term and holistic purposes for young people’s educa-

tion – thus bringing participants back to the starting point of vision. This
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has been investigated by Cooney (2006) considering the introduction of

assessment for learning as an activity to be used by teachers to understand

where their teaching should lead, and for children to feel fully involved in

their own learning. Judging from the children’s own accounts of schooling

there is clear evidence that they were engaged and active partners in learn-

ing. This cooperative approach with implied equality between teacher and

taught has an institutional gain with evidence of increased whole staff re-

sponsibility for action, and a premium on mutual respect, involvement

and a team approach. Underpinning all this is the need for the teachers to

feel that they are gaining in terms of satisfaction as a result of enhancing

the motivation of pupils – the Together Everyone Achieves More mantra

is a spur for all. Effective leadership encourages, enhances and enjoys both

the process and product of involvement.

Evaluation – Within School Variation (WSV)

While monitoring is of great importance, there have to be criteria against

which organizational enhancement can be measured; it is much more

strategic in direction and at the same time offers opportunities for leader-

ship at all levels. This evaluation depends upon there being an openness

within a school so that colleagues are prepared to consider how they con-

tribute to the whole. Reynolds (2007) has developed a system for consider-

ation of progress within a single school known as Within School Variation

(WSV), comparing the progress of one group against the average for the

school as a whole. He notes that inhibitors affecting the introduction of

such changes of evaluation might include the following:

� Weak school management that finds it hard to confront the issue

and to develop mechanisms to learn from best practice.
� False modesty on the part of effective teachers/departments, per-

haps associated with a misplaced egalitarianism that does not re-

ward helping other practitioners who are less effective because this

would mean marking the less effective out and labelling them.
� Small schools in which the range of excellence between teachers

may be less and therefore more difficult to use, and the one/two-

person departments that may make performance evaluation by

subject a highly personal activity.
� Budget/time constraints that make it difficult to create these skill

sharing systems since they require time, space and buy-out of

teaching for observation/debriefing etc.
� The practice of using exceptional individuals as the models for

others when the exceptional may often be idiosyncratic, and uti-

lizing their character as much as any distinctive methods. The
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exceptional may also be so far in advance of the remainder of the

staff in a school that they cannot actually be imitated.
(Reynolds 2007: 15)

Reflection

How might the issues that Reynolds identifies be affected by stereotyping,

e.g. of gender or ethnicity?

If you focus upon the effect of stereotyping of all sorts it becomes evident

that colleagues find themselves facing cultural barriers which act as in-

hibitors when a notional team is asked to become more open in sharing

practice and more ready to face prejudices. Introducing Within School

Variation is difficult but Reynolds (2007) argues that if change is managed

well there can be gains. The introduction of WSV-related change requires a

systematic audit of individual school’s presenting cultures, organizational

factors, past attempts (if any) to deal with the issue and indeed the present

scale of WSV itself.

Change should be contextually specific to each school, which will each

have their own entry points into the WSV area and issues. These could

be micro (the issue of variation in coursework marking standards, say) or

macro (departmental/academic year variation in pupil outcomes), accord-

ing to context. The core issue in managing change is to hold on to the

necessary collegiality which is needed to collaboratively generate change,

while at the same time recognizing the variation within schools by indi-

viduals and departments that is necessary to generate professional learn-

ing. The gains from such involvement are, however, considerable in that

colleagues are more ready to discuss problems openly; there is high qual-

ity observation and efficient data collection; there is enhanced collegiality,

and as a result greater consistency of practice and in most instances, more

satisfactory outcomes.

Reynolds (2007) sees the most significant inhibitor for development

to be a desire to cling to the known and what was done in the past and

to find excuses for failing to change. This is exacerbated where there are

strong micro-political features in the school context and there is opposi-

tion to change. There can also be inhibiting contextual features though.

For example, Graham-Jolly and Peacock (2000) report on an evaluation

of the ‘Thousand Schools’ project which aimed to improve a thousand

disadvantaged schools across South Africa through holistic ‘whole school

development’. The authors’ research in KwaZulu-Natal was based on case
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study work and conducted within a ‘Focus Forum on Evaluation’. They

point to certain tensions between local consortia and individual schools.

While concluding that ‘many teachers and many children benefited from

their participation in the Thousand Schools project’, they add that ‘the

troublesome framework conditions of the project’ meant that it could not

respond creatively to local initiatives and this may well be a problem with

the increasing use of self-governing approaches for schools and colleges

(Graham-Jolly and Peacock 2000: 401, 404).

Reflection

As you read the outline of a complex situation outlined in the scenario

below, think about the motivation given to the business manager by the

principal, the effectiveness of the delegation and the way in which perfor-

mance management was managed.

An MBA student’s reflection on the introduction of a revised system

of purchasing in a comparatively small college of further education in

England offers an example of the way in which performance management

may work at individual and organizational levels. It also shows some of the

problems arising from the establishment of power centres and from the

attitudes of some senior or middle level leaders to those who would like to

bring about change, especially if young, female and from non-traditional

career paths.

Scenario: Performance management in a college
of further education in England

The college offered a range of General Certificate of Secondary Education

(GCSE) examination courses for students, vocational courses associated

with commerce, agriculture, building trades and general engineering, and

some general educational courses such as the ‘access course’ for adult

returners to education.

Each of the three areas of study was led by a middle manager with

considerable autonomy but with an interface with senior management

through the Board of Studies. The principal had persuaded the gover-

nors that the existing senior administrator, Sarah, should be appointed

as business manager for the college and this was agreed despite consid-

erable antipathy from the Board of Studies who felt that ‘she was going

to be in a position of too much power’. However, it was agreed that she

should be examining the purchasing procedures and reporting on that.
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The principal suggested that this would be the focus of her perfor-

mance management in the coming year. She could see that purchasing

undertaken by three individuals was uneconomic and she persuaded a

commercial company to allow her to trial a financial management pack-

age and then presented an unthreatening survey of the financial gains

from centralized purchases to the Board of Studies. This demonstrated

that overall there could be a 22 per cent saving from ‘bundling purchases’.

In her performance management review the principal commended the

business manager for her strategic planning of the task, for her ability to

work with other people without causing dissent, and for her persuasive-

ness in ‘selling the scheme’. Her response was that the change in financial

circumstances meant that the departmental heads were prepared to co-

operate because their purchases were more important than the perceived

autonomy, which was not actually threatened.

Was Sarah put under unfair pressure? She could have been asked to

introduce change without the additional worry of a performance man-

agement review to consider. Nevertheless, the result was a positive gain

for the college and established her new position.

Where performance management has been developed successfully, it

generally, has the following characteristics. It operates with vertical struc-

tures following lines of leadership or management so that encouragement

is given to the downward delegatees and accountability is rendered up-

wards in the system. It also requires some coherence so that all involved

know the rationale for the system, how it operates, how they will be re-

sponsible to their line manager, how targets will be established and that

contextual elements will be considered. These all require a person-centred

approach so that the contribution of the individual to the organization

is recognized, supported and celebrated. These require the integration

of performance management with professional development resourced

in such a way that delegatees are given necessary training and time to

undertake their role. In short the system has to be rational, organization

wide, linked to national objectives but focused on personal development,

and sufficiently tight to give an element of bite – one of the most difficult

aspects yet to be faced.

In the scenario above there was an element of serendipity in the co-

incidence of a funding problem and the business manager’s attempt to

change the system. There were problems in the establishment of her per-

formance management objectives with a single focus at that stage in her

career within the college. The objective was not comparable with the

objectives offered to the departmental heads whose performance was mea-

sured in terms of external examination results, attendance rates and re-

tention rates irrespective of contextual factors or educational processes.
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Further, there was no definite target for Sarah, who was subsequently told

that additional salary payments would be dependent on the system ac-

tually delivering financial gains – what might have been an element of

real reward was taken from her. The situation could have been demoraliz-

ing as the female ‘outsider’ in a leadership position, attempting to bring

about change among a group of established male colleagues. Care should

be taken to ensure that individuals who might feel vulnerable in anyway,

perhaps because they are perceived as ‘outsiders’, should receive informed

and caring support.

Jones (2005) offers a great deal of helpful information for performance

management review sessions and suggests that these should be well pre-

pared by reviewer and participant; warm in nature with clearly outlined

objectives for the meeting; offering a structure based upon job description

and performance objectives; identifying progress and those areas for future

development and then linking these to professional development oppor-

tunities and career aspirations before agreeing objectives for the coming

year. To this end Jones suggests that these should be directly related to

agreed school or college priorities; specific and concise in nature; offering

tangible outcomes or measurement; within the teacher’s personal control,

and achievable, challenging and time framed ( Jones 2005: 145).

Reflection

Think back to any performance-related targets you have been given. How

far were they realistic and achievable? Was there anything that inhibited

the effectiveness of the system within your school or college?

Improvements in organizational systems occur when people are in-

volved and recognize that there is a need for a change of viewpoint or

procedures. Where change is seen as advantageous and individuals have

ownership, opposition is minimized and people are motivated to fulfil

their role(s) in the most effective way so that objectives can be achieved

and outcomes enhanced for students. In considering the inhibitors to this

we find plentiful research evidence to suggest the complex relationship

between diversity, motivation and effective delegation and performance

review. Not just directly, as in gender or ethnic stereotyping, but also in the

cultural frameworks within which leaders and led function (Mitakavage

et al. 2002; Bhattacharya et al. 2003; Bush et al. 2004; Coleman 2005). The

difficulties may not be fully recognized – consider for example, the cul-

tural problems inherent in the relationship between male governors and a
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younger woman head teacher where the chair of governors is responsible

for her performance review. Coleman (2007) quotes a woman head, still

in her forties, stating that:

I was constantly challenged by male colleagues in the early years

of headship and even described by a governor as ‘a mere slip of a

girl’. Members of the local community expressed their doubts as

to whether I would succeed in the headship.

(Coleman 2007: 393)

While unsympathetic and uninformed performance review may have neg-

ative outcomes, carefully managed and reflective performance review can

be a potent addition to the successful leadership of educational organiza-

tions.

Summary

This chapter has been concerned with the way in which leaders within

schools and colleges utilize performance management to assess personal

and group contributions to organizational objectives. In looking at leader-

ship development towards these ends, Avolio (1999) urges four favouring

factors. These are the recognition of the vulnerabilities of all colleagues

and an understanding of the way in which these can be faced; the en-

couragement of commitment, not compliance as a driving force; the de-

velopment of mutual trust, and the ability to put oneself in the position

of others within the organization (Avolio 1999: 134). As you think about

your own experience you may find that these human factors are evident

within your organization, or you may feel that you are caught in a mech-

anistic culture within which they are unattainable objectives. Much de-

pends upon the way in which people work together. This leads us into the

realm of team structure and development discussed in the next chapter.

Further reading

There is limited literature relating to performance management within

schools and colleges. The following texts do offer some insight into

the theory and practice involved.

This book gives the background to performance management develop-

ment and shows how it has been used to support work-based pay and

institutional development: Reeves, J., Forde, C., O’Brien, J., Smith, P.

and Tomlinson, H. (2002) Performance Management in Education: Im-

proving Practice. London: Sage.
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The policy setting of performance management within education has also

been investigated by this book, which looks at the impact of perfor-

mance management approaches on professionalism and school orga-

nization: Gleeson, D. and Husbands, C. (2001) The Performing School:

Managing, Teaching, and Learning in a Performance Culture. London:

Routledge.



7 Working with and

through teams

If you think about your work situation, you will realize that there are very

few times when you are undertaking something entirely alone; we are all

part of a team in some way, indeed most of us are part of several teams,

although we often take this for granted. However, schools and colleges

can be much more effective if people understand team dynamics, know

how they can contribute their full potential to their team and understand

the leadership culture within which teams operate.

In this chapter, we first present an illustration of teams at work in a

school in Malawi which helps to illustrate the impact of the wider cul-

ture on teams. Then we move on to theory and practice related to team

development, team membership and team effectiveness.

Scenario: Leading task-based teams at work
in Malawi

There have been recent changes relating to curriculum development for

primary schools in Malawi. While facing major problems of resourcing,

inadequate buildings and a low level of teacher qualification, there are

many examples of the implementation of successful change. One example

of this is the development of a Life Skills curriculum aimed at inculcating

high standards of conduct, positive attitudes, responsible behaviour and

sound judgement in the students. While there is guidance from central

government in the Primary School Life Skills Syllabus published in Blantyre

in 2000, and advisory help at local level, it is a matter for each school to

develop and implement its own curriculum policy.

Our concern is with the way in which this was implemented in a large

urban primary school with a notional roll of 1200 children taught in ten

classes. Of these, two classes are taught in the open. There is considerable

professional development for all 15 staff involved. Steven, the principal,

argues that he cannot know all the children and that much depends upon

the teachers of each class and their capacity to work with the parents and

other members of the community to secure whatever resource help is

possible. The school works with two assistant principals who are respon-

sible for curriculum development in what would be seen as the infant
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(years 1–2) and junior (years 3, 4 and 5) sections of the school although

this is modified by the local arrangement to cater for pupils who may be

behind because of erratic attendance.

Esme looks after the four lower school classes. She sees the develop-

ment of Life Skills as most effective when the national syllabus is used

and urged her four colleagues to spend time developing a ‘values led’

framework for the curriculum area. She was not prescriptive but asked her

colleagues to agree that their teaching would stress ‘the need for respect,

the improvement of gender attitudes and the recognition and sharing of

individual gifts’. The planning team became integrated and held regular

meetings and soon lost any concerns with status and power relationships.

Their ‘adventure’ was to secure help from the local community so that

a video-recorder could be purchased and use made of materials from

the university media library. This meant that they were able to be more

innovatory in their pedagogical approach. The team were enthusiastic

‘enjoying working together’.

By contrast Martin, responsible for the remaining seven classes (years

6–12) took a different view. He did not involve his colleagues in the same

way as Esme and had fewer meetings, which were more formal. He pro-

duced copies of the national syllabus for his nine colleagues and at his

team meeting at the beginning of the year told his colleagues to use

them as the basis of the work with a stress on the impact of HIV/AIDS

and factual teaching of human reproduction and the effects of disease on

future work and marriage prospects. For him a didactic teaching method

was preferred for the students and a set of wall charts was obtained by

sponsorship from the local office of a non-governmental organization. The

team spent time considering how they might be used and developing a

system for their storage, class access and use.

Steven, the principal, although interested in what was happening,

made no comment on the team leadership of either Esme or Martin until

the end of the first year of the revised curriculum. He was, however, aware

that the district Life Skills adviser had reported that ‘the lower classes have

a positive and open attitude to life skills and see every teaching session as a

source of fun . . . but with evident concern for each other’s needs and a

marked decline in bullying’. By contrast she noted that ‘the pupils lose

some of the zest when they go into the upper classes and although they

talked to me about the impact of HIV/AIDS and know how it is transmit-

ted, they seem to be inhibited when talking among themselves’.

Steven realized that effective delegation of his responsibility required

further training for Martin in his approach to his team. The staff con-

cerned were not happy with the arrangements: the three women in his

team of nine felt that they were being asked to deal with topics which

young boys were inclined to treat too lightly, while two young men in
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the team argued that they were not being allowed to explore some of the

issues raised by the pupils because of the need to cover all the syllabus.

Their unhappiness was noted by the principal, who sat in on a planning

meeting but he decided not to intervene until Martin had had time to re-

act. Shortly after that meeting Martin went to an appraisal meeting with

the principal. This gave Steven the opportunity to ask him to reflect on

the administration of the Life Skills programme. Martin said that the gains

were that all teachers were following the same programme, that he knew

what they were teaching at any time, and that it had been possible to

develop an assessment based on the knowledge shown by pupils. When

prompted, he recognized that there ‘might be some unhappiness but I

have to be in charge’, and he agreed that he was nervous of initiating any

new methods of teaching in ‘such a potentially dangerous subject area’.

Esme also had an appraisal interview at about the same time. She was

commended for the lively way in which she had introduced the subject

to both staff and pupils and for the way in which her colleagues felt that

the change of attitude had had a deep impression on the younger pupils

with a marked improvement in attendance.

The Life Skills adviser then met up with Steven to assess the progress

of Life Skills teaching throughout the school. Steven outlined his discus-

sions with Martin and Esme and said that he hoped something of Esme’s

enthusiasm would affect Martin’s group. The principal was somewhat

surprised, however, when the adviser pointed out that delegation of im-

portant matters to teams required a clear shared vision of what was to be

achieved, frequent initial and then light touch involvement with the staff

carrying new responsibilities, the identification of development needs and

an awareness that ‘the buck still stops with you’. And Steven thought that

he was doing the right thing – he was, but in the wrong way!

(based on an account provided by an overseas MBA student)

Before we look at how the theory and practice of teams and team lead-

ership relate to this scenario, it may be useful to consider the impact of

the wider culture on the dynamics of teamwork.

Culture and teams

In the case of the scenario, the teams were operating in a homogenous

culture, but in multicultural schools, team members may be drawing on a

range of different cultural heritages and this will impact on team effective-

ness. It may mean that individuals may be at a disadvantage because of

the attitudes of majority groups, power personalities and cultural stereo-

typing. The work of Hofstede (1991) is helpful here (see Introduction).
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The wider culture within which teams operate can have a considerable

effect. Shaw (2001: 55–56) identifies the impact from three sources:

� The social environment including gender and ethnic balance and

the nature of the community within which the school operates.
� The formal management systems and their impact on cultural

groups, e.g. through pay and promotion structure.
� The actions and behaviours of people within the school or college.

For the teams operating in the scenario, there is a hint that there were

gender issues in the social environment relating to women teachers dis-

cussing HIV/AIDS with adolescent boys. However, the biggest leadership

and management issue was the delegation of power from the principal to

the team leaders and the way in which they handled that power. There

may well have been discomfort on the part of Martin in delegating his

power through the team leadership role in a relatively hierarchical cul-

ture. The teachers may have been used to rather more formal ways of

working with their superiors and unused to the more informal way of op-

erating that was introduced more successfully in the smaller team working

with the younger children in the lower classes. It was potentially problem-

atic to attempt to address curriculum development through delegation,

without taking full account of the implications of doing this in a some-

what hierarchical and deferential culture.

Groups and teams

We tend to use the terms ‘group’ and ‘team’ interchangeably. There is a

distinction though where the team is deliberately constructed for a de-

fined purpose and directed in their task. It is generally recognized that

whereas groups may be indeterminate and fluid in size, teams are more

limited in size and generally more consistent as the basis of effective oper-

ation. In the example, the two curriculum teams were longstanding and

carrying out the curriculum development as part of their job. In addition,

the team leaders in their own ways worked to bring about a sense of shared

purpose. Woodcock (1985: 87) argues that teams provide unique opportu-

nities, since ‘they can make things happen which would not happen if the

team did not exist’. He likens the team to a family characterized by mutual

help and support, with coordinated activities, and where commitment is

generated, but goes beyond the family concept to point to the learning

opportunities, the identification of training and development needs and

the evolution of a satisfying, stimulating and enjoyable working environ-

ment. There are elements in the scenario above that indicate the way in

which groups of people work together. You will have seen that the attitude
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of those leading the teachers at each level had a big effect on the way

in which the curriculum was implemented and the resulting impact on

pupils. There are also insights on the way in which leaders handle the

management of those to whom they have delegated responsibility. This

is all about the management of teams as distinct from groups of people.

Handy and Aitken (1986) argue that although groups can be random,

within work situations they tend to exist to achieve purposes and they

identify five reasons why individuals participate in them:

� To share in a common activity
� To promote a cause or idea
� To gain status or power
� To have friends and ‘belong’
� Because it is part of their job.

All of these are functions of groups. Adair (1986) reflecting on groups

in commercial organizations specifies six key factors which make up a

group:

� A definable membership
� Group consciousness
� A sense of shared purpose
� Interdependence
� Interaction
� Ability to act in a unitary manner.

When we look at these assertions, it may seem pedantic to attempt a dis-

tinction between group and team, but as indicated above, teams tend to be

more formally created for a distinct purpose or as a part of a management

structure.

Team development

Part of Steven’s problem was that the teams were operating without his

having given them a clear idea of their remit. Arcaro (1995) argues that

teams need to be aware of the constraints inhibiting or fostering their

progress. He sees these as related to the economic, cultural, political, struc-

tural and personal context within which the team is to develop. In the

case of our example, contextual constraints might include the limited fi-

nancial resources although Esme’s team were able to try and raise extra

funds from the local community. However, there was a potential clash

between the more informal style that Esme’s team managed to adopt suc-

cessfully and the rather formal style and deference to authority that may
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be the style in some sub-Saharan cultures (Harber and Davies 1997), and

which characterized Martin’s team.

Developing teams means working through problems and coming to a

shared understanding. Tuckman (1965) modified by Tuckman and Jensen

(1977) provided a model of team development which has been followed

since the 1950s because it does seem to represent what occurs. It is a team

development model, incorporating five stages:

� Forming: This is characterized by uncertainty and anxiety as the

team develops and may include the total cooperation of a ‘honey-

moon period’ and then the reality of working with the leader and

each other.
� Storming: Characterized by conflict and internal dissent as personal

characteristics become known, opinions polarize and conflict de-

velops, often with questioning of the basic values and purposes.
� Norming: This is characterized by the development of cohesion

and satisfaction as members of a ‘group’ members as issues are re-

solved, mutual support developed and fundamental ground rules

are established so that cooperation begins and communication

becomes more effective.
� Performing: By this stage there is a central focus on task comple-

tion, with interpersonal difficulties resolved and the completion

of tasks seen as the driving force for development. At this stage

there is an enhanced interpersonal trust and (we hope) a positive

energy.

The refinement to the original model was to add a fifth stage which is im-

portant given the dynamics of school and college environments where a

succession of teams may be needed in order to cope with rapidly changing

educational policy implementation. This stage is:

� Adjourning: where the team is likely to disband because the task has

been achieved or because team members leave. As break-up is an-

ticipated, team members reflect on their time together, preparing

themselves for change.

Reflection

Consider a team of which you have been part. How did it match with

the Tuckman and Jensen model? Identify those factors which led to any

deviation from the model and attempt to ascertain the practice of the team

leader.
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Gold (1998) has given further consideration to the adjourning stage

and suggests that there could be a sixth ‘mourning’ stage before people

are prepared to break with the team of the past and move on to a fresh

activity. This depends upon the loyalty developed by individuals to the

team while it was working together. In her review of the model overall,

Gold (1998) makes the following observations:

� Even one new member can affect the dynamics of the team and it

may mean that there is a need for the whole cycle to begin again.
� That said, it is possible for the team leader to import a new member

to enhance team effectiveness and it may be worth the adjustment

consequent upon this to secure progress.
� The storming stage may be very short lived, especially where po-

tential members know each other and the context very well. It

is important that the team leader acts with skill to move the

team through the storming stage especially where conflict may

be present – and where open discussion could be beneficial.
� Adjourning is helped where there is some planning for the demise

of the team so that achievements can be celebrated and an element

of closure given to the project.
(Gold 1998: 24)

O’Neill (2003: 219) takes the view that it would be unrealistic to believe

that all conflict within a team can actually be eliminated at any stage

but that ‘to acknowledge the presence of conflict, latent or active, within

teamwork is implicitly to make a case for astute, creative orchestration of

the relationships, work and membership of the team’. However, differing

personalities in teams can cause problems. Arcaro (1995) suggests that

these may be minimized if there is general acceptance of a code of conduct

including:

� Commitment: within the team but also from the sponsoring lead-

ership
� Mission: an understanding of what the purpose of the team is to

be
� Objectives: agreed as being consistent with the mission
� Trust: including respect and willingness to invest in each other
� Shared responsibility: developed through a true team focus
� Conflict management: recognized as an essential within the team
� Roles and responsibilities: developed within the team
� Participation: seen as an expectation of all participants
� Communication: so that all members have a clear record of events.

Where teams are effective they manage complexity, give a rapid re-

sponse, achieve high motivation, make high quality decisions and develop



106 Educational Leadership and Management: Developing insights and skills

collective strength. This can result in power struggles where teams can be-

come dominant and then the interrelationships of team leaders within a

school or college can be a challenge to the leadership overall.

Adair (1986) examined the dynamics of group functions, and identified

three interlocking needs which have to be managed skilfully if progress is

to be made. These are:

� Accomplishment of the task
� Smooth working of the team
� Needs of each individual team member.

If we go back to the example of teams in action at the start of this chapter,

their task was the introduction of the new curriculum. One team learnt to

work well and enthusiastically together and the other was less successful

in doing this. There were needs of individuals in the larger team led by

Martin that were not being met, particularly those voiced by the three

women and the two young men. Where the needs of even one or two

members of the team are not met, it is impossible for the team to work

as effectively as it might and in some cases team performance can be

improved through ensuring that the qualities the individuals bring to the

team are complementary.

Team people

The arguments in the previous section lead us to think about the way

in which individuals function as team members. Belbin (1993) who was

working from a commercial and industrial viewpoint suggests that there

may be up to eight types of team participants. These are:

� Company worker: turns plans into action in a systematic and effi-

cient manner.
� Chair: recognizes the strengths and weaknesses of individuals and

uses these to secure the objectives of the team in the best way.
� Shaper: shapes team effort by reminding them of objectives and

developing the ideas from group discussion.
� Plant: offering new ideas and approaches and stimulating new ap-

proaches.
� Resource investigator: explores and reports on ideas and is often a

useful external link.
� Monitor-evaluator: analyses problems and evaluates ideas and sug-

gestions.
� Team-worker: acts as a support to the rest of the team, often through

improved communications or the management of interpersonal

relationships.
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� Completer-finisher: maintains a check on outcomes so that errors

are not made, works with unusual attention and promotes a sense

of urgency.

Teams with people offering between them all the functions of the Bel-

bin team-workers are more likely to achieve their ends than a team made

up of one or two types; for example, too many plants may produce ideas

but very little systematic output, while too many completer-finishers may

spend more time than is helpful checking detail. Although individuals are

usually a best fit with one of these types, we all exhibit a range of quali-

ties and can identify with at least one other type to a lesser extent. This

also means that individuals can be coached to take on a different role if a

particular quality is missing from the team.

Reflection

Consider the way in which you have worked as a member of a team. From

your experience how have teams gained or lost in effectiveness as a result

of imbalance of personalities?

We did not have room to outline the complexity of team membership

and culture in our case study school, but it seems likely that Esme had

a group of like-minded people working together with easy interchange

of ideas to achieve their objective, while Martin was working according

to a more formal and hierarchical pattern where his team did not en-

gage in discussion but simply did as they were asked. Given the evidence

we have, we could guess that Esme was both a chair and a plant, while

Martin was also a chair but probably combined that with the less cre-

ative monitor-evaluator role. Moss (2008), in a review of the working of a

Unesco programme, noted that Australian teams including both school

and university participants were most successful where their social interre-

lationships allowed understanding of differing roles based upon personal

strengths.

Cardno (1999) comments that interpersonal challenges can inhibit

progress. In a review of progress in a secondary school she notes that defen-

sive patterns of behaviour often go unchallenged, that time constraints get

in the way of really sorting issues, that a plethora of interrelated problems

may lead to feelings that the team is not able to secure its objectives, and

that the chairperson may not be ready to model productive approaches –

sometimes the wrong person is undertaking the role. All these point to

the need to review both people and practices.
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Team practice and effectiveness

Within schools and colleges it is often assumed that teams will operate on

the goodwill of the participants and with minimal direction as occurred in

the school in Malawi in our example. Martin’s team in the scenario might

have fared better with more direction. Also in an age where outcomes are

required and accountability is expected, teams do have to operate with a

degree of formality. To this end Jones (2005) has outlined practices that can

contribute to effective organization. He suggests that team leaders should

plan team meetings in advance with a clear understanding of objectives

and intended outcomes; inform all members of what is under discussion

and why; prepare the agenda in a sequential and timed manner; structure

the discussion so that progress is maintained, and finally, produce and

circulate as necessary a record of the meeting and its outcomes. He also

suggests that leaders should be aware of the many ways in which par-

ticipation can be encouraged including asking for feelings and opinions;

paraphrasing to ensure understanding by all the group; asking for exam-

ples; checking for consensus; suggesting action; sharing feelings and ques-

tioning assumptions. (The topic of meetings is developed in Chapter 8.)

In this, as indeed in all team activities, there may be a need to confront

differences. Effective leadership faces this by recognizing that conflict is

occurring, rather than ignoring undercurrents and adverse body language,

and uses an armoury of strategies to overcome the problems. Failure to do

so will lock the team in a ‘storming’ stage and inhibit progress towards

objectives. Handy (1993) argues that many leaders deal with potential

conflict by repression or refusing to admit that a problem exists, with-

drawal by opting out of the discussion, or rationalization by which the

leader learns to live with the situation.

To overcome such difficulties in a positive way it is suggested that

team leaders work so that a ‘push-pull’ approach is avoided and win-win

becomes possible (Fisher and Ury 1981; Kennedy 1989). Handy (1993)

identifies how underlying problems can inhibit organizational agreement

including poor communications and personal and micro-political rival-

ries. Effective teams manage these by developing an understanding of

common goals, an openness about the way in which progress can be made

to those goals, and the encouragement of creative discussion of alterna-

tive views. Armstrong (1994) highlights four negotiation stages which may

emerge within the team:
� Preparing: setting objectives, obtaining information and determin-

ing strategy.
� Opening: revealing a bargaining position.
� Bargaining: spotting weaknesses in the other person’s case and con-

vincing them of the need to ‘move’.
� Closing: recognizing the impossibility of further compromise.
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The growth and development of leadership teams in primary schools in

England is noted by Kelly (2002) in a small-scale qualitative study:

It is difficult to pinpoint exactly when, historically, primary

school management teams became more than just the head and

deputy. It is possibly to track my own experiences as a head teacher

from a position of commanding leadership (stemming from the

historical belief that this was the head’s role), to a wider team

sharing management, and now to a way of working I might de-

scribe as shared leadership. The difference between then and now

is to what extent as a head teacher I am willing to both share the

power to do things and to some extent, lose overall control.

(Kelly 2002: 2)

In her research, with seven schools, some of the positive developments

related to the growth of the leadership teams included:

� Good supportive documentation so that developments were easily

tracked
� Clarity about roles and agreement on values and principles
� Care on the part of the head to delegate (and thus motivate) and

not ‘dump’
� Development of coaching, mentoring and giving feedback.

Everard et al. (2004) suggest that leaders are aware of ways in which

promotion of win-win situations can be achieved so that the viewpoint

of a dissenter can be accommodated within the discussion but they ad-

mit that creating such situations can be difficult because of entrenched

personal attitudes and the hidden agenda which often operate in team

discussion.

The need for effective teams has been investigated by Johnson et al.

(2008) in their work to align the objectives of schools with those of their

local authorities or districts. The authors conclude that team approaches

are growing in both the teaching and administrative contexts and that

there is increasing crossover so that members of teaching teams are work-

ing alongside administrators and vice versa. This is beneficial in that there

is greater mutual understanding and as a result funding has been gained

by schools and professional development approaches enhanced for ad-

ministrators and there is increasing evidence that schools and districts are

working towards similar objectives in collaborative ways.

This would be called a win-win situation but there is evidence that some

teams, constituted without due attention to communication of values and

objectives to all participants, can be ineffective. Acker et al. (2005) showed

this in an unsuccessful attempt by teams responsible for individualized

educational programmes for pupils with special needs at schools in the

USA. Although the central government advice was that each individual
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programme should be based upon functional behaviour assessments,

many teams were proceeding straight to curriculum intervention on the

assumption that they knew what the pupil wanted. Professional develop-

ment opportunities lasting two or more days appeared to secure a changed

procedure and both teachers and pupils gained from programmes based

upon evidence-based individual assessment. And so we ask what are the

factors making for team effectiveness?

Developing team effectiveness

It can be assumed that perfectly balanced and well-led teams can be highly

effective but much depends upon the culture of organizational learning

of the school or college and the teams within it. Cardno (1999, 2002) sees

barriers to team learning as follows:

We develop a repertoire of strategies that are consistent with

defensive reasoning. For example, we become expert in giving

indirect or mixed messages; we cloak negative feedback with a

positive opener; we deflect attention from ourselves to the de-

ficiencies of others; we excuse ineffectiveness rather than con-

fronting it; and so on.

Defensiveness is evident in the kind of communication that

takes place in organizations when issues surface that are likely to

threaten or embarrass individuals or teams. Teams adopt ways of

doing things that reflect an ability to engage in game playing to

hide error. Individuals perpetuate appropriate cultural games and

invent further games to hide the games that are played. Thus, the

defensive reasoning of individuals contributes to the emergence

of defensive routines that make it difficult for the team to find out

what is wrong or what it needs to know. For a team to learn (and

to contribute to organizational learning) it must overcome the

defensive barriers to learning that are ingrained in both individual

and collective behaviour.

(Cardno 1999: 10)

If this defensiveness is to be overcome Cardno argues that teams need

to move from discussion as simply stating a point of view, to dialogue

which involves negotiation, additions to the pool of common learning

and mutually acceptable communication. She concludes:

When a team practices genuine advocacy (laying out reasoning

and thinking for others to see) and inquiry (encouraging others

to challenge views and reveal their own assumptions), with the

purpose of increasing valid information for all, it is becoming
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effective in terms of engaging in productive rather than defensive

dialogue.

(Cardno 1999: 12)

Diversity can bring added value to a team that makes it more effective.

In a very different context from schools, the boardrooms of the most

important American companies, the Fortune 500 Companies, research has

shown that previously all-male teams improve performance when made

more diverse, in this case by including women, who tend to challenge

what is going on:

We find that women do make a difference in the boardroom.

Women bring a collaborative leadership style that benefits board-

room dynamics by increasing the amount of listening, social sup-

port, and win-win problem-solving. Although women are often

collaborative leaders they do not shy away from controversial

issues. Many of our informants believe that women are more likely

than men to ask tough questions and demand direct and detailed

answers. Women also bring new issues and perspectives to the

table, broadening the content of boardroom discussions to include

the perspectives of multiple stakeholders. Women of color add

perspectives that broaden boardroom discussions even further.

(Kramer et al. 2006: 2–3)

As well as gender there will be other aspects of diversity to consider,

including age and ethnicity and the resulting implicit power differentials.

Individuals bring many dimensions of their identity to a team:

people hold multiple identities, some culturally marginalized

(e.g., women, racial ‘minorities’, gays and lesbians) and some priv-

ileged (e.g., men, Whites, heterosexuals), and that the meaning

and impact of each depends in part on the others. Thus, for exam-

ple, a gay white man and a straight black man are likely to have

different experiences of their maleness.

(Ely and Morgan Roberts 2008: 177)

In order to develop effective diverse teams, Shaw (2001) in the context

of multicultural teams suggests that leaders should attempt to understand

the causes of dissent, offer culturally sensitive professional development

to address these issues and then develop culturally sensitive policies which

address differences and yet foster collaboration and understanding.

A danger of cultural diversity within teams is the possible development

of subgroups but sensitive leadership can support diverse teams to good

effect as they are likely to have ‘a greater variety of ideas and perspec-

tives and an increased focus on group processes by members’ (Thomas
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2008: 180). However, it is vital that a shared sense of purpose is devel-

oped: ‘through focusing on commonalities while allowing individuals to

maintain their cultural distinctiveness’ (Thomas 2008: 189), thus gaining

from the diversity of the team.

Jones (2005) suggests that teams may need to be coached so that

they develop effective practices and valid outcomes. He sees coaching

as a function of team leaders and stemming from their awareness of the

background to the contribution made by team members. Coaching helps

individuals to improve their own performance, provides a supportive

working environment, encourages members in valuing others, improves

communication, and develops organizational effectiveness with the con-

sequent optimization of resource use. That said, though, the team leader

has to have a system which enables him or her to appraise participants.

While this may work in a generic team, such as a senior leadership team

in a school, it is not usually a feature of teams created to solve particular

problems. Where team members are offered opportunities to explore their

feeling about their membership and effectiveness within the team they

may be helped to improve their presentation of ideas, relate to others,

listen and communicate and recognize the needs of other participants.

The problem is that where behaviours are coached by a team leader there

could be allegations that this is being undertaken so that the leader de-

velops power or influence over participants being coached. This may sug-

gest that personal and professional development should be undertaken

by competent people outside the team.

Summary

In this chapter we have looked at how culture may affect the ways that

teams work, and then gone on to consider team development, the theory

of Belbin (1993) on team membership and finally considered team effec-

tiveness, and its development. In Chapter 8 we continue with the focus

on meetings which is where much of the life of a team is played out.

Further reading

For a competent overview of theory read: O’Neill, J. (2003) Managing

through teams, in L. Kydd, L. Anderson and W. Newton (eds) Leading

People and Teams in Education. London: Paul Chapman.

For a discussion of the implications of culture on teams read: Shaw, M.

(2001) Managing mixed-culture teams in international schools, in

S. Blandford and M. Shaw (eds) Managing International Schools. Lon-

don: Routledge-Falmer.



8 Meetings

The efficiency and health of a team are most evident in meetings and

this chapter focuses on meetings, considering their purposes, processes

and dynamics and their place within institutional culture. Much of what

we considered in Chapter 3 on communication is of relevance here, as

meetings are about communication, both oral and written, and the skills

of both listening and speaking are integral to the successful meeting pro-

cess. The extent to which individuals are ‘heard’ in a meeting may depend

on their status.

Meetings can be an extremely effective communication vehicle and

a vital component in productive decision-making. Meetings can also

be time wasters (see Chapter 9) when they are badly run. They also

act as a good indicator of overarching management and organizational

approaches as well as the quality of team development. Organizations

which value participation tend to have more open and informal meet-

ings than those within a more hierarchical or authoritarian culture. Ef-

fective meeting skills help to preserve the clarity of organizational pur-

poses, enabling leaders to ‘hover’ or ‘helicopter’ metaphorically above

meetings, identifying the processes at work and ensuring interactions

remain productive. Both individual and team roles emphasize the way

meetings, whether formal or informal, are integral elements in team pro-

cesses and how, if handled appropriately, they can be major teambuilding

vehicles.

Before we consider the purposes and processes of meetings and how

they relate to the wider culture of the organization, consider the following

scenario.

Scenario: A senior leadership team meeting in a
large secondary school in England

The detail that follows is taken from the notes maintained by a head

teacher as part of a leadership training exercise in which he was involved.

The meeting was a regular timetabled activity held after lessons had fin-

ished on Mondays. The agenda was developed by the head during the

previous week as issues arose together with an ‘any other business’ item

allowing for colleagues to submit items for discussion.
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Participants

Charles, the head teacher, aged 46 and in his tenth year as head of the

school, is a hands-on leader spending some time teaching each week. He

has generally conservative views on school values which can be seen in

the way students move about the school, attention to details of uniform

and hierarchical management systems.

Edward, the joint deputy head, aged 62 and in his thirtieth year at the

school, is responsible for boys’ welfare and for special educational needs.

He thinks that the school is becoming rather lax.

Anne, the other joint deputy head, aged 46 and in her sixth year at the

school, is responsible for girls’ welfare and for administration and financial

management. She had previously been involved in schools in less favoured

areas and stresses the importance of understanding the context of the

pupil in any dispute. She is very aware of being the only female in the

leadership team.

Peter, assistant head, aged 38, is recently appointed and responsible

for pupils in years 10 to 13, i.e. the older section of the school. He feels

that the head is too concerned with the external impression given by the

school and that the sixth form (senior pupils) could be given greater self-

responsibility and so should be allowed freedom in selecting school wear.

The meeting took place in Charles’ office and started punctually, al-

though Edward was a little late having supervised the students boarding

school buses. Although they had agreed that they should all take turns

with minute taking, it often seemed to fall to Anne, confirming her feeling

of ‘filling the female role’. Charles always took the chair.

Agenda items of the meeting

First, the meeting began with a discussion on musical activities planned

for the end of term. Charles said that the head of music was keen to

have an end of term carol service at the parish church. This was opposed

by Edward (too much of a problem moving the pupils to the church)

and Peter (too much formal religion within the school) and favoured by

Anne, who argued that it was one of the traditions of the school and

that it gave the pupils opportunity to do things within the community.

Charles also favoured the activity on the grounds that ‘there should be

something special to mark the end of term’. With a 2–2 split he said that

he had to take the final decision and that the musical activities would go

ahead.

Second, the meeting then moved on to consideration of a submis-

sion by Peter that the senior two years of pupils (sixth form) should be

consulted about uniform issues. Edward became very annoyed and stood

firmly by a strict uniform policy. Edward stated that he had been fighting
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to maintain the uniform policy over the years and was not inclined to ‘give

in to the youngsters who seem to be using Peter for their own ends’. At this

point, and rather heatedly, Charles said that this was becoming a personal

issue and that it looked as if Peter’s contribution to policy development

was becoming divisive. In his view the school could not rush into a major

change without further debate with all the staff and he proposed that the

matter be shelved. Peter’s response was that there could be no progress,

or indeed place, for him, without some acceptance that the school had

to move forward.

The final item for the meeting was to seek ideas for the senior leader-

ship team development day in the coming term. Anne proposed further

training in examination assessment so that she could be sure that all the

team understood changes consequent upon the introduction of new na-

tional examinations. Edward said that the time had come for a thorough

review of the school rules because the existing ‘respect people and respect

property code was too open to individual interpretation and didn’t help

with discipline on the buses’. Charles said that he felt there was need to

look at the vision statement for the school as the national and local con-

text was changing. Peter proposed some team role analysis so that ‘we

can get to understand better the way in which we can work together’.

Charles asked for time to consider what had been said, and also to consult

the local authority advisory service.

The chair’s analysis

At this point the head had observed in his meeting notes:

We really are faced with a problem. Edward is becoming more

difficult and obstinate as time goes on and is constantly under-

mining any attempt to get vitality into the place . . . and his an-

tagonism to Peter is obvious in all we talk about. Peter is clearly

feeling that he hasn’t got a chance in the school and is clearly

looking to me to give him more support than I am at present.

Anne has a loyalty to Edward and yet is keen to get the adminis-

tration sorted as we face the new national systems. As for me –

I really believe that we need a new vision for the school, and

that is greater than one training day, and so my inclination is

to go with Peter and suggest that we have a day looking at our

contributions and ways of working as a team.

The outcome

The interaction of both team and meeting management is shown in this

recorded research. In the event it was decided to have a training day
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on team development. Edward said that he thought the time had come

for him to retire but he would go along with the development activity,

‘although I don’t hold out much hope that it will change me’. Anne ‘re-

gretted that we are spending time dealing with airy fairy ideas but it would

be a good thing to give Peter his platform’. Peter said that he ‘hoped

people will see that this is about more than school uniform’. Charles had

a long session with the adviser planning the training but asked: ‘Is it the

way I ran the meeting, or have we really got a problem?’

This meeting is only one example of the way in which this team works

together and it illustrates a lot of unresolved conflicts and ambiguity of

roles. Charles, the head teacher, is aware that the meeting could have been

more productive and that the team is not performing well. He sets up and

chairs the meeting, where tensions between members of the team remain

unresolved. It appears that the team has become stuck in its development

and has not progressed fully to the performing stage (see Chapter 7). Cer-

tainly, they have not managed to accommodate their differing stances on

what is important in the school. We will continue to consider this exam-

ple as we look in the rest of the chapter at the purposes and processes of

meetings and their connection to the prevailing institutional culture. We

will also be considering the dynamic of power relationships in meetings

and how they might relate to teambuilding.

Purposes of meetings

The meeting in the example was a regular timetabled meeting of the four

people who were the identified leaders of the school. The head teacher was

relatively hierarchical in his management style and therefore this team

would carry most of the responsibility for the school in contrast to one

where a more participative or distributed leadership style was fostered. In

an organization with distributed leadership, leadership functions would

be dispersed to other teams operating with a flatter management structure

rather than a hierarchy. In the school in the scenario, power is centralized

and that emphasizes the importance of the team and their meetings. It

would therefore be necessary that the senior leadership team met regularly

to ensure that they keep abreast of current important issues.

Meetings can be called for a variety of purposes. Everard et al. (2004:

59) identify the following purposes. They may be for:

� Taking decisions
� Collecting views
� Briefing people
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� Exchanging information (e.g. in relation to the development of a

project)
� Brainstorming
� Investigating a particular problem.

To these could be added purposes for meetings that:

� Instruct or control and where the objectives are those of the man-

ager/leader
� Sell, where an individual tries to persuade others
� Seek advice
� Negotiate or seek a compromise where there are conflicting views
� Support individuals emotionally or for development or by team-

building.
(based on Williams 1994: 207)

The meeting in the scenario does not fit neatly into any one of those cat-

egories, but includes elements of several. It was certainly a decision-taking

meeting, with Charles taking a decision on the first item at the meeting

and choosing to defer his decision on the third item until he spoke to an

adviser. The meeting served to collect the view of the participants on the

third item, which had elements of brainstorming, and Peter was aiming to

‘sell’ his idea of uniform change in the second item. Although there was

a need to settle conflicting views, there was little evidence of negotiation

towards compromise and certainly no evidence of supporting each other

emotionally, or of teambuilding.

Given the hierarchical nature of the school, it is likely that they had

a traditional meeting pattern that was not questioned. The senior lead-

ership team was timetabled to meet every Monday after lessons and the

head teacher decided on the main agenda items before the meeting. In this

context the regular weekly meeting was essential and was built into the

system. However, in any organization it might be useful to audit the meet-

ings structure, reflect on the frequency of face to face meetings and look

at possible alternatives based on the identified purpose of the meeting.

If a meeting is purely about information giving, then consideration

should be given to substituting written communication either in hard

copy or electronically. Intranets and virtual learning environments pro-

vide opportunities for mutual diaries; notice-boards and ongoing discus-

sions sometimes obviate the need for a face to face meeting.

Meetings can be a rich source of learning. The skills of chairing and

minute taking can be learnt and developed, and rotating the chairing of

meetings gives a wonderful opportunity for professional development of

less experienced team members, if supported by a more senior team mem-

ber acting as mentor or coach. In the scenario, Charles is always the chair.
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If he suggested that other team members might take turns in chairing and

minuting, it might improve the meeting and the relationships between

team members and help to reduce leadership stereotypes.

Reflection

Think back to the last three meetings in your organization where you have

been a participant. In what ways has the purpose of the meeting been

inhibited by hidden personal or political agendas?

Processes and procedures of meetings

As well as considering whether the meeting structure is fit for purpose, a

factor that should be taken into account when reviewing the pattern of

meetings is cost-effectiveness. Where four senior people set aside several

hours a week for a leadership team meeting, it is worth considering the

cost of their being there, both in terms of their ‘daily rate’ and in terms

of the opportunity cost of what they might have been doing if they were

not at the meeting. The efficiency and effectiveness of meetings will be

enhanced if they are genuinely needed and if the practical processes of

planning, chairing and minuting the meeting are accomplished well.

All meetings should be set up to be productive with tight procedures

that ensure efficient follow-up and action, otherwise they are not worth

holding, although an exception might be a meeting that has emotional

support as its main purpose.

Preparation for the meeting

We have all attended meetings where we felt that we were wasting our time

and where we could see no benefit from attending. Good preparation is

a key to ensuring that this does not happen. In the scenario, we could

not see a clear overall purpose to the meeting. The agenda was prepared

without consultation although there was an opportunity for members to

raise items under ‘any other business’. We do not know if the agenda was

available before the meeting but it would have been good practice to make

it available.

If all those in attendance are to contribute to the meeting and benefit

from it, they need to know in advance what will be on the agenda and

to have read the minutes of the previous meeting and any other relevant
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papers. Although some individuals may put a low priority on this sort of

preparation, it is actually both important and urgent (Covey 1989) as it

means an individual can add value to a meeting and eliminates the feeling

of time being wasted. Ideally, agenda items should be agreed, with items

introduced at the meeting by members who first suggested them.

Importance of time and timing

It is also useful to have an indication of time allowed for each item on the

agenda and a clear starting and ending time for the meeting. The timing

of the meeting during the day and the week will also have an impact.

In the scenario, the important leadership meeting takes place at the end

of the day when participants may be tired. Long meetings at the end of

a working day may be less efficient and, although difficult to avoid, too

many will pose difficulties for participants with responsibilities for young

children or elder care.

Check the environment for the meeting

We should not forget the importance of the environment for meetings,

for example context, layout, seating and refreshments if appropriate, all

of which affect the way in which the meeting and its members are per-

ceived to be valued by the institution. The fact that the meeting in the

scenario took place in the office of the head teacher, his ‘territory’, would

automatically tend to give him more authority over the meeting.

Chairing the meeting and developing chairing skills

The chairing of meetings is a skill that may need to be learned or improved

and it may be worth considering coaching for this. For example, it would

be useful to be aware of a range of barriers to clear interpersonal commu-

nication in meetings including being aware of differences in value systems

and avoiding pre-judging outcomes. Armstrong (1994) argues that effec-

tive communications and meetings management skills can be integrated

through:

� Taking everyone’s views into account
� Ensuring ideas are clearly articulated
� Ensuring information is exchanged
� Ensuring that aims and objectives are coordinated
� Encouraging synergy: collective creativity is greater than individ-

ual contributions.
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On a practical level, Jones (2005) itemizes the ways in which the chair

can help to structure the discussions most effectively:

Structure the discussion in stages so that all the data and facts

come before any interpretations are made, and all the interpre-

tation before a decision on the action. Keep the stages separate.

Stop people jumping in or going back over old ground.

( Jones 2005: 91)

Ensuring that everyone has a chance to contribute is one of the key

tasks of chairing a meeting. It is easy to presume who knows most about

a subject, and we all start with stereotypes and preconceptions about sta-

tus and power which affect our perceptions of what people are saying.

Williams (1994: 209–210) suggests that a researcher or a coach observing

meetings could start to analyse the dynamics of the meeting and of the

people involved by asking for each issue covered:

� Who speaks on that issue?
� For how long?
� What is the nature of their contribution?
� How effective is their contribution – particularly in helping to

achieve the objectives of the meeting?
� What helped progress on the issue?
� What hindered progress on the issue?

William (1994) also suggests that we could ask for each person:

� What did they contribute to the discussion?
� What was the nature of their contribution?
� How did they help in achieving the purposes or objectives of the

meeting?
� How did they hinder the achievement of purposes or objectives?

Although it would be unrealistic to try to analyse all meetings in this way,

it might be helpful for developmental purposes to adopt this approach

from time to time.

A key task for the chair is getting agreement on a decision. Hayes’ (1996)

study of collaborative decision-making, in which heavy reliance is placed

on securing agreement, identifies three strategies for achieving outcomes

and maximizing potential for agreement:

� Leader uses a ‘pre-decision’ which is not open to negotiation,

but allows others to comment (disagreement is effectively pre-

empted).
� Leader offers several options and participants select one (thus en-

hancing opportunities for agreement).
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� Leader lets all speak, encouraging collegiality and participation

(which means leader must then accept the outcome).

In the example at the start of the chapter Charles the head teacher was

probably close to using a ‘pre-decision’ at the meeting and was certainly

not taking the third option of encouraging collegiality and participation.

Give everyone an opportunity to speak

Anne, the deputy head, was very aware of being the only female on the

team and might have felt, from time to time, sympathy with the common

complaint that an idea coming from a woman in a meeting is ignored, and

then greeted enthusiastically when voiced by a man. This example is borne

out by research undertaken for the Australian Government Publishing

Service (Roberts undated [c. 1995]) and the conclusions are endorsed by

a meta-review of relevant literature on communication styles of men and

women undertaken by Schick-Case (1994).

The Australian research project sought to ‘identify behavioural patterns

and attitudes which reinforce or impede women’s abilities to participate

in key decision-making committees’ (Roberts undated: 7). It was felt that

like most large Australian organizations the university had a preponder-

ance of men in senior positions and that ‘the male style of interaction has

therefore, become established as the norm’ (Roberts undated: 7). As a re-

sult ‘women who seek to raise a different perspective are often the subject

of subtle (and sometimes not so subtle) put-downs’ (Roberts undated: 7).

Similarly, softly spoken males, or those from a different ethnic back-

ground, are considered ‘weak’ when contrasted with their opposites.

The research included: structured observation of meetings, a question-

naire completed after each meeting to describe experience and percep-

tions, and follow-up interviews.

The summary of findings stated (Roberts undated: 28):

� There is increased representation of women on the committees

but men tend to dominate the meetings taking up between 58 per

cent and 86 per cent of speaking time.
� Women see their role as having a responsibility to put forward a

range of views to reach a satisfactory outcome. Men see their role

differently.
� Women feel that they, more than men, are more likely to be ig-

nored by the chair.
� Women are more likely to raise ideas and question which lead to

debate and decision-taking, but are less likely to have their contri-

bution recognized.
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� Women report that they are inhibited by the personal and some-

times aggressive nature of debate, but men do not.
� Women report more than men that they are sensitive to paternal-

ism and trivialization of their presence.
� Women are more likely to report lacking confidence than men.
� Women are more likely to feel dissatisfaction with their contribu-

tion.
� Confidence, intimidation, participation in debate are all related to

the position in the hierarchy and level of experience of meetings.

Although these findings relate mainly to women, note that they were also

found to relate to softly spoken men and people from minority ethnic

backgrounds, mirroring the power differentials in the wider society. Ely

and Morgan Roberts (2008) from a background of organizational theory

sum this up:

Societal power disparities between identity groups are manifested

at the personal and interpersonal levels, hindering the effective

functioning of culturally diverse teams.

(Ely and Morgan Roberts 2008: 175–176)

The concept of discourse is also useful in considering the extent that

individuals participate in a meeting. Discourse is defined as:

Forms of knowledge, sets of assumptions, expectations, values and

ways of explaining the world that govern mainstream cultural

practices, including those within organizations.

(Baxter 2006: 155)

Discourses are also linked to sources of power, so that ‘all interactions

between speakers are interwoven with a web of social and institutional

discourses, which act as a means of organizing power relations between

these speakers’ (Baxter 2006: 156).

Being aware that there are dominant discourses (e.g. of white, middle-

class males) would be helpful to the chair of a meeting who wants to

ensure that individuals are treated equally and that all voices are heard.

(See also Chapter 4 on Communication.)

Minutes and agreed actions

Accurate and helpful minutes are a vital outcome of a meeting, as they

provide the foundation for acting on decisions made there. Without a

written record it is unlikely that much will actually happen. It is impor-

tant that responsibility for actions is clearly allocated with an individual

and that the carrying out of necessary actions is monitored. Who has final
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responsibility for checking the minutes? Even though the question of

whether they are a true record will be asked at the next meeting, individ-

uals do not always question matters of substance, and the potential for

misunderstanding or even misrepresentation always exists particularly for

those who were not at the meeting. Written records of agreements (e.g.

minutes, aides-mémoires) can be appropriate strategies for limiting mis-

conceptions. However, it is worth considering that they can be ‘massaged’

and manipulated to control information flows and decision-making.

There is a story of a famous chief executive officer of a regional educa-

tion authority in England who received commiserations from a colleague

as they walked from a meeting: ‘Things didn’t go well for you tonight, did

they?’ The answer came back, ‘You haven’t read the minutes yet!’

Reflection

Some people favour a ‘blow by blow’ account in the record of the minutes.

Others prefer a ‘conclusions only’ approach. What are the comparative

advantages of each?

Evaluation and reflection

At the end of a meeting that has run to time, there should be a brief

opportunity to reflect on the meeting, the extent to which it has fulfilled

its purpose and the roles played by the participants. Any changes arising

from these reflections can then be applied at future meetings. The end

of the meeting is the time to remind members of actions before the next

meeting.

Preparation for the next meeting

Ensure that sufficient dates are set for further meetings as appropriate and

that the accurate minutes are sent out in good time for people to read

before the next meeting.

Meetings and organizational culture

The way in which people react to one another in meetings and in teams

and the conduct of meetings are to some extent products of the culture

of the organization as well as the wider national culture (for the Hofstede

(1991) dimensions of culture, see Introduction).
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Culture can be defined as the sum total of all the aspirations, relation-

ships and practices within an organization. In comments on some pilot

work in Washington DC, Deal (1985) speaks of culture as ‘the way we

do things around here’. This leads to questions about meetings: are they

well regulated with a published agenda, firm chairmanship and recorded

and distributed minutes (some would argue, a reflection of formality), or

are they relaxed, unstructured, and left for participants to remember as

they will? This could indicate a culture with devolved responsibility and

distributed leadership, or one where ambiguity reigns.

West (1999) has shown the impact of micro-political alliances on school

cultures. Such alliances may manifest in meetings where a tension devel-

ops between the head teacher as leader attempting to control discussion,

and micro-political groups attempting to subvert this through planned in-

tervention with diversionary tactics. Busher (2001: 95) refers to the need

for ‘informal interpersonal strategies and negotiative processes that al-

low organizational actors to take account of the broader micro-political

and macro-political frameworks’ in addition to the rational approaches to

management. Head teachers usually see the culture of the school in terms

of the way in which values and vision underpin policy and practice, re-

flecting the work of Staessens and Vandenberghe (1994), but they also

admit to a further tension between the ideal of consultative approaches

and the reality of control of the debate. For Deal and Peterson (1999: 89)

this can lead to ‘toxic, organic, and wandering’ interactions as negative or

positive forces within the school. This can be contrasted with examples

of good practice found among ‘principled principals’ (Gold et al. 2003:

132) where following research in ten schools known to be following good

practice, the researchers reported that:

frequently we were told about the importance of meetings as

decision-making spaces and about the amount of information

made available to staff. Meetings can be seen as the visible

manifestations of a school leader’s values system: clear ideals

about respecting, transforming, developing and including staff

can be evidenced by the importance given to meetings in a school

and the way they are run.

(Gold et al. 2003: 132)

You will probably be aware of Handy’s (1993) typology of cultures;

consider also its implications for the management of meetings:

� Club orientation: marked by intricate networks of micro-political

groupings and power groups – and a great deal of pre- and post-

meeting activity as alliances are formed and broken.



Meetings 125

� Task orientation: marked by ad hoc matrix organizations designed

to solve problems and to get the work done – often through tightly

structured agenda and the need to produce outcomes and with

teams coming together and then breaking up as soon as the work

has been completed.
� Role orientation: marked by structuralism and the dominance of

bureaucracy – often marked by formal presentations, timed debate

and advice to the leader rather than true consultation.

You can see similar implications for meetings in the Bush (2003) typology

which follows and which may help to prompt you to find examples of

meetings you have experienced where these arrangements prevail.

Reflection

Which of the following models best fit the meetings you regularly attend?

� Formal models: these are authoritarian in mood and with strongly

hierarchical structures of consultation and decision-making may

be bureaucratic, and imposed, or rational and linked to the needs

of the school development plan.
� Collegial models: these aim to be consensual and with a strong team

element in both policy-making and practice and which offer time

for debate.
� Political models: these are typified by interest groups who negoti-

ate, bargain and form alliances in pursuit of their own objectives.

Conflict and vying for power occur. Meetings may be the arena for

power struggles or there may be hidden agendas.
� Subjective models: where the personal power of individuals inhibits

cohesion and the development of whole-school policies and where

power politics predominates in the progress of meetings.
� Ambiguity models: these are characterized by random and variable

practice and often with a marked difference between rhetoric and

reality such that meetings are unpredictable, unstructured and

often unrecorded.

Summary

Teams frequently operate through meetings and this chapter has con-

centrated on meetings looking at the dynamics and power relations that
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might be observed and taking account of equity issues within meetings.

The practicalities of meetings have also been considered and finally the

style of meeting was contextualized through identifying the links with

the culture and leadership style of the organization.

Further reading

For general analysis and practical suggestions read: Everard, K.B., Mor-

ris, G. and Wilson, I. (2004) Managing meetings, in Effective School

Management, 4th edn. London: Paul Chapman.

Jones, J. (2005) Improving the effectiveness of team meetings, in Man-

agement Skills in Schools: A Resource for School Leaders. London: Paul

Chapman.

For a fascinating case study analysing a management meeting from a gen-

dered post-structuralist perspective read: Baxter, J. (2006) Putting gen-

der in its place: A case study on construction speaker identities in a

management meeting, in M. Barrett and M. Davidson (eds) Gender and

Communication at Work. Aldershot: Ashgate.



9 Managing time and stress

The focus in this chapter is partly on you as an individual and partly on

you as a manager and leader of others. Your ability to manage your own

time and stress will mean that you are able to model good practice. Your

sensitivity to the causes and management of stress will strengthen your

ability to lead and manage others.

The first section of this chapter is concerned with the cultural concept

of time, moving on to a consideration of its management, something

which is often related to stress. The focus is then on managing stress as an

individual and within the organization and then the potentially stressful

impact of education policy. The chapter concludes with a brief look at

some aspects of work–life balance.

Conceptualizing time

We perceive time in different ways. We have work time and leisure time.

We might prioritize how we spend our time and we might regret ‘wasting

it’. It can seem slower on occasions for example if we are in hospital,

and seems to speed up when we are happy or busy. We are all aware that

time seems to go more quickly as we get older. From the point of view of

different cultures perhaps the most important difference is whether time

is perceived as ‘sequential’ or ‘synchronic’. Time is sequential, where it is

seen as a line of events following each other and where we concentrate on

one thing at a time, in an orderly manner following a ‘critical path’. Time is

perceived as synchronic, where commonly people are doing several things

at the same time and see that there is more than one way to reach a certain

point.

As well as having different views of time in different cultures, there

appears to be a distinct difference in the perceptions of time generally

held by men and women, with men thinking sequentially: ‘past, present

and future as passing us in a straight line like a train’ and women hold-

ing a view of time where ‘past, present and future are synchronized and

merged within the mind as interactive, parallel processes’ (Trompenaars

and Hampden-Turner 1997: 234).

On the whole, although of course there are always exceptions, life at

work in the Western world follows the ‘male model’ of the sequential view
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of time so the differences between these two views of time can lead to

frustrating misunderstandings where different cultures meet. In a culture

that favours a sequential view, being late for a meeting is rude, while in

a culture that is more synchronic, being punctual may be less important

than, for example, giving due deference to people of a higher status who

you encounter on the way to the meeting. With regard to the different

cultural attitudes to punctuality:

Meeting times may be approximate in synchronic cultures. The

range is from 15 minutes in Latin Europe, to part or all of a day

in the Middle East and Africa. Given the fact that most of those

with appointments to meet are running other activities in par-

allel, any waiting involved is not onerous and later arrival may

often even be a convenience, allowing some time for unplanned

activities.

(Trompenaars and Hampden-Turner 1997: 125)

Even the view of planning will be affected by whether the culture is se-

quential or synchronic. For example in the USA (sequential) business is

dominated by quarterly reports and planning is usually only a few years

ahead at most, whereas the Japanese (synchronic) view of a business plan

may extend to 50 or 100 years (Trompenaars and Hampden-Turner 1997:

128). It is helpful to know that different cultural conceptualizations of

time exist, although in the interests of smooth working practice, an ‘out-

sider’ might need to adapt to the norms of the country where he or she

is working or at the very least be aware of how conceptions of time may

differ if they are to avoid frustration.

Within the world of education, there tends to be a recognizable frame-

work for time:

� Macro time: the structure of the year, the semester, the term
� Micro time: details of timetable, or the length of a lesson in the

school, or a module or unit in higher education.

In addition to the cultural norms within which we live there are per-

sonal notions of time covering private and personal and domestic time.

Of course, we do not always clearly separate the private and domes-

tic use of time from work time and our attitudes to time management

are likely to affect every aspect of our lives. For example, in relation to

both possessions and to what you do: ‘many people are natural hoard-

ers, live by habit, don’t want to be left out or can’t say “no”. The re-

sult for most is that there are just too many commitments’ (Allard 1988:

32).
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Time management

If the feeling of having too many commitments and not enough time is

one that is familiar to you, it will probably help to:

� Analyse how you use your time
� Identify time-wasters
� Plan: long, medium and short term.

Analyse how you use your time

To analyse your time it is useful to keep a time log or a diary. Although

you may think you know how you spend your time, when you do log it

properly, it is often revealing. Keeping a log is easier if you identify types of

activities or priorities and code them, e.g. ‘M’ for meetings, ‘T’ for teaching.

As an example, one particular primary school principal’s work over five

working days in an urban school in Nicosia, Cyprus, was recorded and

then divided into four categories (Kasoulides and Pashiardis 2004). The

detail is omitted here, but the first two categories identify proportions of

time spent alone or with others. The second two identify the manner in

which the time is spent:

� Alone about 30 per cent of the time mainly dealing with paper-

work, and preparation for teaching and meetings.
� Communication with others face to face, mainly students and

teachers (58 per cent of the time), and through correspondence

and the telephone (15 per cent). Direct contact with parents ac-

counted for just over 3 per cent of the time.
� Walking around – nearly half the time was spent in his office and

only just over half outside, mainly in the classroom for teaching,

or in the staff room, or working with the secretary.
� Interruptions, including following up on ‘urgent’ things. For ex-

ample, after a telephone call about a child with special educational

needs, the principal stopped what he had been doing and went to

talk to the special educational needs teacher about the child. The

secretary also interrupted to talk about correspondence.

The conclusions from the study are:

� The principal has more freedom for time management than any-

one else (confirmed by other research projects).
� The work of the principal is complex.
� There are no ‘recipes’ for time management, but it is important to

be vigilant for those things which may be labelled ‘urgent’.



130 Educational Leadership and Management: Developing insights and skills

� Thoughtful planning and the classification of activities can help

the principal to cope.
� The effective management of time is inherent in the work of ef-

fective principals.

Identify time-wasters

Time-wasters, or ‘time thieves’ as Jones (2005) calls them, include hold-

ing and attending poorly managed meetings, allowing interruptions, not

planning, not being able to say ‘no’ and allowing paperwork to pile up so

that you waste time looking for important documents. You will be able to

identify your own particular versions of these time-wasters. If it is paper-

work that causes you problems, Adair (1988) recommends handling each

piece of paper only once. If that is not possible, they can be sorted into:

� For action: complete the action or mark it with the action to be

done.
� For information: read, file, throw away or pass on.
� For reading: keep for marginal time.
� For waste paper: if it fits into none of the other categories.

The advent of emails has added a new type of potential time-waster and

it may be wise to apply rules such as accessing them only at certain times

of the day; carefully archiving those that might be needed again; and

ensuring that those that need action are dealt with immediately or marked

so that they are not ‘lost’.

Plan: long, medium and short term

Lack of planning leads to wasting time, and planning effectively in the

short, medium and long term can be very helpful. Long-term planning

could include setting goals for life, both personal and professional, and

considering your values as we have discussed in earlier chapters. Medium-

term planning might be for the next year or two, while short-term plan-

ning could be through your diary, or by having a daily list with which

you start and end the day. In doing this remember the distinction made

by Covey (1989) between what is urgent and what is important. We have

already considered this in respect of the Cypriot principal above, and in

respect of meetings in Chapter 8. Urgent tasks should not continually

‘crowd’ out what is important, and what is important can be identified

through consideration of your values. Identifying important tasks and

giving them time can also help to reduce stress. Wilkinson (1992) coins

the term ‘administrivia’ to sum up those activities that are trivial and

unimportant but which can take up too much of a manager’s time. Dele-

gation is obviously important and relevant here.
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Reflection

Thinking about your daily routine, can you identify your own particular

‘time bandits’? Is there anything you can change – that you can downgrade

from urgent, that you could ask someone else to do or that you actually

don’t need to do at all?

Time and teaching

Teachers experience time somewhat differently to other professionals.

Galton and MacBeath (2008), looking at workload in schools in England,

quote the PricewaterhouseCooper (2001) survey which showed that teach-

ers without management commitments work on average the same length

of working week as managers and professionals in other areas, that is

45 hours a week. However, in term time they work around 52 hours a

week and experience a much more intense workload than individuals in

other walks of life. In addition teachers are likely to spend time on work

outside the normal working day of 9 to 5. The same pattern of work is

applicable in colleges so that during term time teachers and lecturers are

likely to feel pressure and an excessive workload. We will look at this area

in more detail in relation to the policy context of education later in the

chapter, but first look at stress as it relates to an individual teacher in a

primary school.

Stress and work

Scenario: Stress in an English primary school

Miss Jane Jones is a 45-year-old Key Stage 2 mathematics specialist in a

large primary school in an English market town. She has been at the school

ever since leaving college 21 years ago and has always been responsible

for the 25 or so 8–9-year-old pupils. She entered the school with a good

deal of enthusiasm and enrolled in a two-year MA course at the local

university. This was satisfactorily completed and her then head teacher

(an avuncular, easy-going male) suggested that after getting a little more

experience, she should look for promotion. However, at that time she had

complex personal problems, losing her father in tragic circumstances and

then experiencing a broken relationship. A pattern of occasional absence

emerged but the head felt that ‘given time all will be well’.

There was a change of head teacher in the school and a decision was

made by the head and the other staff that they would all take a curric-

ular responsibility. Jane agreed to look after mathematics, her college
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specialism. The head teacher noted that Jane was working long hours,

coming into the school early in the morning and then staying to cope

with marking until late evening on three days each week. She also noticed

that every three or four weeks Jane was absent for two or three days with

minor illnesses and that other colleagues had commented upon her irrit-

ability and unwillingness to join in school social activities, and that there

were increasing social behaviour problems with children from her class.

The head teacher spoke to Jane. Jane denied that she was under pres-

sure, said that all was well, and that the real difficulty was that the cali-

bre of children coming through her class had declined across the years.

‘They just aren’t as responsive as they used to be.’ The head teacher sug-

gested that Jane should try to prioritize what she did each week and term

but Jane retorted: ‘All of that sounds like some sort of weakness on my

part and as far as I am concerned it is the system rather than me having

problems.’

Two terms later there had been little improvement and Jane was gain-

ing a reputation as a cynic. In the words of one colleague Jane was ‘not the

person I can go and talk to about mathematics as I should . . . she is only

concerned with counting protractors and says that she has no interest in

seeing what I am doing’. Another recently appointed college leaver went

to the head in tears because: ‘I had hoped that Jane would give me some

help with the new curriculum planning we have to do but her response

was that I should make my own way.’ There were also complaints from

parents about the lack of enthusiasm felt by their children, and comments

from governors about Jane’s manner. The head teacher felt that drastic

action should be taken.

The action was precipitated by an Ofsted inspection. The inspectors

commented favourably upon the orderliness of Jane’s classroom, on her

ability to deliver the curriculum effectively, and on her meticulous record-

keeping. However, they noted: ‘Just at the stage where children should

be able to discuss ideas, offer opinion and share in their work, they seem

to be cowed and afraid of doing the wrong thing.’ Further they noted

that there had been considerable work in the classification of mathemat-

ics resources and that there was a good grid showing the relationship

between curriculum objectives and available materials, but the staff ap-

peared not to have discussed some of the major issues connected with

the more creative and exploratory new mathematics programme.

Maths was not the only area where there was criticism and the school

was then put into special measures (worrying for the school, but a

designation that ensures considerable local authority assistance and time

in which to improve to an acceptable national standard). Jane had a bad

bout of illness and was away from school for five weeks. During this time

falling rolls had resulted in the need to shed a member of staff and Jane

was convinced that her record would result in her nomination as the one
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to be declared redundant. The head teacher visited her at home and took

a bunch of flowers from the staff and told her that all staff would be con-

sidered for redundancy but that the process would not take place until

she was able to return to school so that there was absolute equality of

opportunity.

When the process occurred all staff were interviewed and in accordance

with the redundancy policy prepared by the governors, the most recent

appointment was declared redundant (although she was subsequently

retained after an unexpected rise in recruitment!).

Having been retained, Jane appeared to develop a more positive at-

titude and in an appraisal interview agreed that although she was just

about able to cope with her workload, she was focusing on the wrong

things. The head teacher suggested that one of her colleagues from an-

other school should act as mentor for Jane, ostensibly as mathematics

curriculum leader, but in all respects as a class teacher as well. The fund-

ing for mentoring help was used in such a way that Jane was promised

support each Wednesday for ten weeks.

At the first meeting, the mentor not only probed Jane’s workload but

also uncovered the many problems that Jane had been keeping to herself

over the years. The impact of failed promotion attempts, the loss of the

fatherly head, the frustration when her meticulousness was questioned,

and her feeling of inadequacy in a changed situation all came to the

surface. It was agreed that Jane had been very lucky in that her post

and her job were secure but that, with no prospect of future promotion

given her recent professional history, she had to make considerable

improvements within her existing situation. She also agreed to keep a

work diary recording her feelings on a daily basis. When this was clarified

the mentor suggested that they should work on seven topics in the

coming weeks. These were:

� Developing alternative approaches so that the children were more

relaxed.
� Meeting up with all the staff to ascertain what they needed from

the mathematics coordinator.
� Developing a maths strategy for the school with an emphasis on

supporting colleagues.
� Putting the support for colleagues into effect so that they felt

helped by occasional visits from Jane.
� Making use of three hours per week of the time of a classroom

assistant so that she coped with the administration of the mathe-

matics materials.
� Re-examining the work diary prepared by Jane at the start of the

support and developing a critical view of priorities and their solu-

tion.
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� Re-examining Jane’s personal career prospects so that she could

maximize her skills to prepare for promotion if any opportunity

was locally available.

Three terms later there was a further Ofsted inspection. Jane was praised

for the creativity shown in supporting her colleagues, for the lively exam-

ple she was giving in developing resources, and for the use of classroom

assistant time. Two terms later Jane was approached by the head and en-

couraged to apply for a deputy head post in a neighbouring school. In her

reference the head was honest about Jane’s past history but concluded

that:

She has had her problems but now uses her time more effec-

tively, and feeling under less pressure has time to be part of the

staff badminton group. As she has coped with stress she has

also become more open with colleagues and is valued by par-

ents as a class teacher giving support and encouragement to her

children . . . indeed, she no longer has bouts of absence, and says

that teaching is fun.

(based on a real life situation as

recorded by the school consultant)

In this scenario, an initially promising teacher developed problems in

managing her working life. Although the head teacher was kindly dis-

posed towards the staff, there did not appear to be any internal ‘support’

mechanisms to help her talk through her problems. Her stress levels were

such that her relationships with her colleagues were impaired and her

own health was suffering. Her innate concern with detail led her to con-

centrate on things that were necessary (mapping the resources) but not of

high importance (offering clear guidance to colleagues on the mathemat-

ics curriculum and pedagogy). It was only when appraisal led to sympa-

thetic mentoring, after the shock of the Ofsted report, that her problems

were addressed and dealt with. Some of the pressures listed by Bubb and

Earley (2004: 10–11) from the Teacher Support Network survey include:

poor workplace environments; excessive working time and workload; lack

of personal fulfilment and poor career prospects; internal politics; exces-

sive bureaucracy; poor communication; low morale; resistance to change

or excessive change and a blame culture. Most of these applied to Jane

in some way, with the blame culture appearing in the form of a school

inspection that publicly identified weaknesses.

But is stress always a negative force? Stress is not an event or a circum-

stance, but a response to them. The degree of stress that an experience

causes is related to the intensity of the demand for adjustment or adap-

tation. The stress reaction is basically that of ‘fight or flight’, so that the

adrenaline rush that an event perceived as stressful may cause, primes the
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body and mind and leads to physical symptoms such as increased heart

rate.

Technically speaking there are positive as well as negative types of stress.

Crawford (1997: 115) identifies four types:

� Hyperstress or too much stress
� Distress or bad stress
� Hypostress or understress
� Eustress or good stress.

Both too much and too little stress can be negative. However, a certain

amount of eustress, or perhaps we might call it ‘pressure’, is needed to

ensure that we are performing in a way that challenges us rather than

leaving us frustrated in our work.

Stress that is experienced negatively has implications and repercussions

for the individual and for the organization. Stress may also be increased

through the impact of educational policy working at the national and

international level.

Individual stress

In the scenario Jane was experiencing individual stress. Her way of coping

was to take time off for ill health and to sublimate her stress in keeping im-

maculate records. Administrative tasks were done impeccably but she was

unable to deal with the parts of the job that she perceived as more difficult,

that is dealing with people, both colleagues and students. In Jane’s case

she was able to work through her issues by keeping a diary which allowed

her to pinpoint what she found stressful and then by talking through her

problems with a sympathetic mentor. Even if a mentor is not provided

or available, individuals can still stop and analyse their situation, trying

to define what the problems may be and thinking of alternative ways of

dealing with them. The following comments addressed to teachers from

the Health and Safety Commission (HSC) (1990: 23) may be appropriate

in analysing an individual’s stressful situation:

� Does stress arise because your own expectations of yourself and/or

others are not met? If so, reappraisal, recognizing and modifying

unrealistic expectations, establishing attainable goals for yourself

and your pupils, accepting your own limitations and avoiding

over-involvement in teaching, may help.
� In some cases, it is known that a particular occasion is likely to be

stressful. In this case, ‘anticipatory coping’ (e.g. preparation, plan-

ning, mental rehearsal) will help to reduce anxiety and increase

confidence.
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� Workload management, for example setting priorities, delega-

tion, time management, recognition that some workload is self-

imposed, being realistic about how much can be done.
� If an acute conflict arises, delay, detachment, avoidance or a cool-

ing off period may be helpful short-term measures.
� Monitoring one’s own thoughts and behaviours under stress and

learning to recognize unhelpful and self-defeating responses re-

duces vulnerability. Similarly, maintaining a sense of humour and

trying to keep things in proportion always helps.

There is no doubt that various individuals’ reactions to stress will differ.

For example there is a common differentiation of people into personality

types A and B. Travers and Cooper (1996) indicate that Type A people

are much more likely to experience stress diseases such as coronary heart

disease. They identify a Type A person as one who will:

� Work long hours under deadlines and conditions of overload.
� Take work home on evenings and at weekends being unable to

relax.
� Cut holidays short.
� Compete with themselves and others and set themselves very high

standards.
� Feel frustration at work.
� Can be irritable with others.
� Feel misunderstood by their managers.

It is likely that Jane in the scenario was a Type A person. Taking the advice

from the HSC, modifying expectations, managing workload, planning,

and monitoring your thoughts as Jane did with her diary are helpful in

managing stress as an individual.

Learning can take place through reflection leading to self-under-

standing. For example, Ostell and Oakland (1995), who studied head

teacher stress and health, identify the importance of awareness raising

and self-knowledge and the elimination of what they term ‘absolutist’

thinking which reflects ‘irrational expectations, unrealistic standards and

low tolerance of their own and/or other people’s shortcomings’. Training

is likely to be useful to move towards ‘more realistic expectations and stan-

dards, a tolerant attitude towards themselves, others or the environment’

(Ostell and Oakland 1995: 189).

In extreme circumstances an individual with a long buildup of stress

may experience what is known as ‘burnout’. This is described by Crawford

(1997) as where an individual

finds his or her emotional resources exhausted and he or she may

feel undervalued or worthless. The only way for this individual



Managing time and stress 137

to go is downward . . . burnout happens to all kinds of individuals

when a situation arises that they cannot resolve by their usual

coping strategies.

(Crawford 1997: 118–119)

Individuals often react to stress by first seeking palliative measures, which

can include drinking, smoking and overeating. More positive reactions

and practical ways of coping include building regular exercise into your

routine, developing other interests and addressing specific problems such

as a poor sleeping habit.

Reflection

Do you recognize when you are stressed? What measures do you take to

minimize your stress? Are there additional measures that you might adopt?

Although one individual may be more predisposed to stress than another,

and individuals can take steps to manage their own stress, there are still

causes of stress that are relevant to the organization as a whole and where

leaders and managers can work towards counteracting endemic stress

levels.

Organizations and stress

Management and leadership style and its influence on the culture of the

organization influence the organizational approach to stress. Values un-

derpin the style and culture of the organization and affect how individuals

are treated. As we have seen in earlier chapters, agreement on values and

the implications that they may have for structures can then underpin

important leadership and management activities such as:

� Induction and mentoring
� Professional development
� The pleasantness of the physical work environment
� Communications
� Teamwork.

In an open, supportive culture discussion about potentially stressful situa-

tions can take place and policies and procedures can be developed to deal

with them. In the scenario at the start of the chapter, both the first and

second head teachers appeared to be fair and well disposed to Jane, but

the culture of the school did not allow open discussion of the apparent

problems and there was no system to support the individual. It was only
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after the inspection precipitated a crisis that mentoring was introduced.

It is important for managers to recognize the responsibility that the or-

ganization carries towards its members. As Crawford (1997: 119) states:

‘Blaming the individual is an easy way for an organization to avoid tack-

ling the real problem. . . . Those in management positions need to evolve

structures to listen, support and help.’ Jones (2005: 32) comments on the

importance of team leaders finding the right balance between support and

challenge if they are going to get the best from their team. The right sort

of ‘stress’ as in positively applied pressure helps the individual to function

efficiently and be motivated.

A study of the stress experienced by principals of kindergartens in

Macau looked for causes of stress and the extent to which support from

their supervisors helped or made the situation more stressful (Kwok and

Wai 2005). The research showed that they were coping quite well with

stress but that it was things over which they had least control where they

felt most stressed. These were the recruitment of sufficient new students

and balancing the budget, which in itself depended on recruitment. Emo-

tional support offered by their supervisors was found to be effective in

reducing their stress and it was hypothesized that as well as helping to:

smooth the negative emotions the principals were experiencing. It

is also plausible that emotional support from one’s supervisor was

perceived as an indication that the supervisor was not or would

not put the blame of insufficient enrolment onto the principals.

(Kwok and Wai 2005: 192)

Managing stress is certainly not a simple and straightforward matter.

In this example it was emotional rather than informational support from

a superior that was most effective. Although aspects of the findings may

relate specifically to Macau, the stress on recruiting pupils and balanc-

ing the budget are important in many countries including the UK where

competition between pupils for schools has been the norm since the late

1980s and where funding is linked to pupil numbers.

The wider policy context and stress

Policy changes in education may have a particular role to play in stressing

professionals in education. Working in a managerial atmosphere where ac-

countability is publicly demanded through inspection and targets, teach-

ers, lecturers and others may feel levels of stress that are hard for the

individual school or other educational organization to counter. Teachers

may be stressed because they are being asked to work in ways that do not
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accord with their values and beliefs about education. Combinations of

individual, institutional and national factors may need to be unpicked to

identify the causes of stress.

Overloading and stress related to time management were noted earl-

ier in the chapter. Reasons that teachers in England identified for this

type of stress included: the impact of educational change on the lives of

the teachers, the non-teaching tasks, the increased paperwork linked to

greater accountability, covering for absent colleagues, dealing with gov-

ernment initiatives and poor planning in the school (Bubb and Earley

2004: 8–9). The remodelling of the workforce in England recognizes that

there are aspects of teachers’ jobs that can be better done by others. These

include many administrative tasks, invigilation of examinations, a limit

on covering for absent teachers and guaranteed lesson planning time for

teachers and leadership time for heads. However, in the report on remod-

elling (Ofsted 2004; Galton and MacBeath 2008), it was often found that

heads felt that workloads had not decreased. For example, although some

of the secondary school head teachers had increased the size of the senior

leadership teams and delegated more responsibilities, they had also taken

on some additional administrative tasks to provide their teachers with

more time. In the primary schools, it seemed that heads were reluctant to

delegate responsibilities, and many of them took on all the performance

management meetings for their staff.

Despite some improvement in working hours and the removal of ad-

ministrative and other tasks from teachers the nature of the work is still

demanding. To a large extent the causes of the long hours of work, at

least during term time, lie outside the control of the individual teacher or

leader in the school.

Troman (2003) carried out qualitative research with 20 teachers who

had a range of experience and seniority in England; he also carried out

two in-depth case studies looking at stress. In some cases, as with Jane

in our scenario, stress was carried over from home. He gives the example

where stress arising from a problematic relationship at home contributes

to the stress that is being felt at work and vice versa.

More generally, teachers recognized the importance of support emanat-

ing from the leadership of the institution, but they did not always feel that

they received it. They felt that the intensification of work brought about

by policies which make the workplace more managerial, target driven and

accountable meant that there were less opportunities for mutual support

or support from their leaders. Troman (2003: 179) refers to the “official”

distrust of teachers embodied in the new accountability systems’ being

a source of stress. In particular he puts the blame for this on the Ofsted

system of inspection. The conclusion was that:
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Not all of the teachers in this study worked at schools in which dis-

trust had become physically and emotionally damaging. Some en-

joyed positive personal and collegial relationships in their work.

However, the majority did not.

(Troman 2003: 181)

The combination of external pressure and the increase in accountability

and work intensification puts pressure on leaders and managers in schools

which make it difficult to manage potentially stressful situations. Bottery

(2004: 12–13) recognizes that there are many principled and visionary

educationalists, but that the stresses and strains of leading in education

and the intensification of work has made life more difficult and this has led

to a shortage of potential leaders, certainly throughout the Western world

(he quotes studies in the UK, Canada, Australia and the USA). Similar issues

are noted by Galton and MacBeath (2008) in relation to these countries

and also Hong Kong and New Zealand and similar tensions felt by head

teachers in Iceland (Lárusdóttir 2008) in Chapter 4 have already been

noted.

Stress and emotions are interlinked and emotions relating to edu-

cational leadership and management are considered in more detail in

Chapter 10. In a study of individual teachers in 15 Canadian elementary

and secondary schools, Hargreaves (2004) focused on their emotional re-

sponses to change. The changes that were referred to were both those that

were externally imposed (mainly by government) and those that were

internally initiated. It was found that the majority of the teachers experi-

enced negative emotions, and presumably more stress, in relation to ex-

ternally directed change. ‘After frustration, anger and annoyance were the

most commonly named [emotions]’ (Hargreaves 2004: 296). Hargreaves

notes that the women tended to be different from the men in their reac-

tions: ‘where men tend to turn anger and frustration outwards and blame

others, while women turn negative emotions inwards and blame them-

selves’ (Hargreaves 2004: 296). Self-initiated change brought about posi-

tive responses even where the change had actually arisen from one that

was externally imposed initially. The implication for leadership is that:

It is less important whether change is external or internal in its

point of origin than whether the change process is inclusive or ex-

clusive of teachers’ purposes, passions and professional classroom

judgement.

(Hargreaves 2004: 306)

This implies that those in charge of educational organizations may act as

gatekeepers and mitigate the impact and question the nature of national

policy, challenging it when it conflicts with their values. An assessment
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by Hammersley-Fletcher and Adnett (2009) of the workforce remodelling

in England came to a similar conclusion. Although they concluded that

‘much of the activity around remodelling is largely acting to support the

status-quo’, there were head teachers and senior management teams who

were using the initiative to ‘challenge and rethink educational practice

and leadership’ (Hammersley-Fletcher and Adnett 2009: 195) and were

involving staff fully in this.

The external policy context affects work in educational organizations,

but the ‘outside world’ also impinges on work in educational organizations

as individuals try to find an acceptable balance between the demands and

interests of their work and their life outside the world of work.

Work–life balance

Part of the remodelling of the school workforce in England, referred to

above, was that ‘provision must be made for teachers and head teachers to

enjoy a reasonable work–life balance’ (Bubb and Earley 2004: 17). Galton

and MacBeath (2008: 114) comment that the remodelling ‘has proved

to be something of a palliative’, but that it has not really affected the

work–life balance of head teachers, of teaching assistants, who have taken

on many of the duties that teachers have been able to relinquish, or of

teachers themselves.

That may be the context, but for each individual, family and work

responsibilities are continually changing so that finding the right balance

is not an easy process, and probably requires ongoing negotiation on the

part of individuals, their families and their places of work. In England,

the legal context is changing, giving more attention to the needs of

individuals and families. People who have disabilities or who are older

may need flexibility and/or part-time work. Our attitude to work–life

balance is changing, with men and women seeking to play a full part in

both family life and work. There are tremendous changes starting to take

place in domestic life, but at this stage it is normal for the larger weight of

domestic responsibility to be taken by the mother in a family where there

is a child or children. This may mean that women in work are particularly

subject to tensions related to work–life balance, although findings from

the London Business School (Gratton et al. 2007) make a counter-claim

that it is young men who work long hours and who tend to miss out most

on family life while young women make choices that probably put family

first.

In research on women and men head teachers and gender in England,

Coleman (2005) found evidence of women struggling with a dual role

and of men regretting that they could not spend more time with their
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family. However, overall the work–life balance issues were felt more by

the women. The main issues that arose were as follows:

� Marriage and partnerships seemed more problematic for the

women. The women head teachers were much more likely to be

single, divorced or separated than the men.
� It seemed that many of the women were making choices between

career and having a child or children. Only 60 per cent of the

women had children compared with 90 per cent of the men.
� Most of the men had partners who took the major role regarding

home and child care while many of the women carried the major

responsibility for running the home and for child care in addition

to their work responsibilities.

Women who take on leadership roles in education seem to be making

choices about family life, particularly about having children, and are more

likely to be single, divorced or separated. Women in leadership roles are

more likely to take responsibility for most of the domestic areas of life.

Even in countries where it is common for professional women to have

paid assistance, such as Singapore or Hong Kong, evidence indicates that

they still take responsibility for the running of the household (Morriss

et al. 1999).

Work–life balance not only is problematic for the individual, but also

raises issues about the leadership values of an organization. In a research

project on women head teachers and networks, it seemed that having

experienced the tensions of combining work with having children, the

women tended to be very aware of these issues and were quite creative

about finding solutions. One stated:

I never say ‘no’ [to staff requests for family-related absence]. Staff

who have little ones ask if they can go and see them in a nativity

play. We get the ones with children to cover for each other. It’s

about being woman friendly and understanding. Job shares, part-

time work. We also do the same for fathers.

(Coleman 2009b)

Flexibility in sharing roles and working part-time give more freedom to

find a balance in life. Work–life balance is not just about combining the

responsibilities for children or for ageing relatives with paid work. It is

also about having fun and finding a balance of hobbies and interests and

exercise. The right balance in life will help reduce stress and improve your

contribution to work.
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Reflection

What is the right balance for me? Do I have a good balance of work, and

personal commitments?

Summary

This chapter has focused on the individual and how people might man-

age their time. The need for time management can in itself be a cause

of stress, and this and other aspects of stress and its management were

addressed. Not all stress is negative and leading and managing people is

to some extent a matter of ensuring the right level of challenge and sup-

port. Although the individual features in this chapter, the way that the

organization is led and managed can both create and alleviate the stress of

those working within it. However, it can be difficult for both individuals

and their organizations to deal with the stress that has arisen from recent

policy initiatives that hold educational institutions up to blame.

The well-being of individuals within the educational organization is

linked to work–life balance, and this still tends to be a particular issue for

women.

Further reading

Practical issues and their management in an English context are well cov-

ered in: Bubb, S. and Earley, P. (2004) Managing Teacher Workload:

Work–Life Balance and Wellbeing. London: Paul Chapman.

For further fascinating details about culture and time see: Trompenaars, F.

and Hampden-Turner, C. (1997) How we manage time, in Riding the

Waves of Culture. London: Nicholas Brealey.

For practical information about stress, the individual and the organiza-

tion see: Work-Related Stress: Together We Can Tackle It. Available at

www.hse.gov.uk/stress/index.htm (accessed 15 October 2009).



10 Developing understanding of

emotion and leadership

Megan Crawford

Emotion functions as a prism through which we may reconstruct what

is often invisible or unconscious – what we must have wished, must

have expected, must have seen or imagined to be true in the situation.
(Hochschild 1983: 246)

This chapter starts by considering the relationship of emotion to leader-

ship. Emotion is a huge field of study, and this chapter presents only a

few of the approaches particularly relevant to those who work in educa-

tion. Following some definitions, a scenario, drawn from my research in

England (Crawford 2009), leads into a fuller discussion of these ap-

proaches. It has been suggested (Lupton 1998) that it is helpful to view

emotions as either socially constructed or inherent. Emotions as inherent

are concerned with the self, and emotions as socially constructed are based

on that dynamic interaction with the context. Lupton (1998) emphasizes

that this distinction has a significant degree of overlap, but for the pur-

poses of this chapter the social framework will receive the most emphasis.

In particular, drawing on the mainly social approach to emotion which

sees social reality as made up of many layers; layers which include the

uniqueness of every person: their personality and life history, the con-

text in which they work, and the people they work with. In leadership

such layers are woven together, and given their meaning, by the affective

(feeling) aspects of social reality.

Emotion and leadership

The concept of emotion is strongly linked to the aspects of leadership

covered in earlier chapters in this book, giving us new insights into the

practice of leadership and management. My particular view is that a bet-

ter understanding of both concepts: emotion and leadership can enhance

leaders’ knowledge both of themselves and others. Ogawa and Bossert

(1997: 19) suggest that: ‘leadership flows through the network of roles that

comprise organizations . . . with different roles having access to different
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levels and types of resources’. Leaders help to create the conditions in

which people will want to work to the optimum levels of their energy,

interest and commitment (Whitaker 1997). Thus, this chapter focuses on

extending knowledge of the affective domain, that is the part played by

emotions in our lives, for those who practise or study leadership in edu-

cation and elsewhere.

In terms of social reality, many practitioners in all kinds of organiza-

tions know of the concept of emotional intelligence, which will be con-

sidered later in this chapter. But there is more to emotion and leadership

than this one aspect, however useful it may be. Law and Glover (2000:

263) suggest that educational leaders ‘are expected to help others make

sense of a complex world in which there is less predictability and more un-

certainty – a major challenge which requires high-level skills, knowledge

and understanding’. Whatever educational setting you work in, much of

the work that is carried out has an affective aspect – engaging with the

hearts and minds of young people and many different groups of people

in the wider community context. It may be particularly important for

leaders in diverse educational or other settings to be aware of all facets

of relationships and how adults work, socialize and learn together given

the sensitivities that exist around some areas of diversity. Leaders need to

be awake to the fact that emotions are particularly engaged when we are

dealing with such sensitive topics. For example Chugh and Brief (2008)

talk about the emotion attached to talking openly about racial issues:

When the conversations go sour, people’s feelings get hurt. People

are often misheard, misunderstood, and misread. There is usually

a group that finds the conversation unnecessary while at the same

time, another group that finds the conversation insufficient. And,

somehow, everyone involved ends up feeling falsely accused of

something.

(Chugh and Brief 2008: 5)

There is further potential for misunderstanding in the work situation

when there are differing cultural expectations about how emotions may

be revealed and expressed. There are cultural differences in the extent to

which people are likely to express their feelings, and the extent to which

the expression of feelings is acceptable in the world of work. For exam-

ple: ‘there is a tendency for those with norms of emotional neutrality to

dismiss anger, delight or intensity in the workplace as “unprofessional”’

(Trompenaars and Hampden-Turner 1997: 72).

Leadership is a social function of the organization and the emotional

resources available in an organization sustain all the people who work

there. In other words, leadership is contained both in personal roles, such

as ‘Director of Children and Young People’s Services’ in England, and as a
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function within a social setting (in the example, that would include not

only the local authority staff in offices, but also all the educational and

social care staff in their particular settings). From my research, I would

argue that leadership is reliant both on the personal emotional qualities

of leaders, while being at the same time a quality of the social relation-

ships of the contexts within which they work. The affective life of the

organization is more than personal emotional knowledge, as leaders are

sustained or defeated by the social relationships that they nurture. It is at

the organizational level that the impact of emotion may be felt, and it is

at the organizational level that many research studies have been carried

out.

Defining emotion

The culture of an organization is created and sustained at least partly

by the emotions of the participants, and that is why it is important that

those in leadership roles learn more about their own and others’ emotions.

Even the very act of defining emotion may help leaders and can be seen

as an aspect of the development of critical consciousness (see Chapter 1).

For when we consider emotions, we often think of conscious displays of

emotion, such as someone becoming angry. We may also think of uncon-

scious or conscious feelings where what is going on inside is not visible

outwardly, such as feeling angry but not displaying this to others. The

whole area of leadership is concerned with how affect is woven into our

lives without us necessarily being conscious of it most of the time. Emo-

tion can be used to describe both this outward visible manifestation, and

the feelings which we cannot see, but exist within the mind of the person

concerned. Leaders need to explore how these aspects are interconnected.

Thus, affective concerns are connected to areas such as values, principles

and judgements (see Chapter 2); those very concepts that lend emotional

colour, passion and individual purpose to leadership.

In this chapter I will concentrate on approaches to emotion which have

a social aspect. The importance of the social perspective is that it draws

on insights which have immediate practical applications for leaders, both

in their own role, and in membership of other groups.

Reflection

How do you make judgements about a person’s emotional state? What are

you looking for? Bear this in mind as you consider the scenario.
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The following scenario of a young female primary school deputy head

teacher is drawn from my research. It highlights the complexity of the

social aspects of leadership and emotion.

Scenario: Lack of emotional leadership in a small
English school

Beth is a young woman who had just been appointed as deputy head

teacher in a small junior school in England with eight full-time teach-

ing members of staff, including herself. The school also had a new non-

teaching head, three teaching assistants and several part-time teachers,

one of whom, Harry, happened to be the previous head teacher. The

catchment area was mixed, with private and social housing. Beth had

previously worked for eight years in an outstanding school in a neigh-

bouring local authority.

One of the other teachers, Joanne, had also applied for the deputy

headship and was a highly popular, experienced member of the staff with

expertise in special needs and literacy. Most of the staff deferred to her

knowledge of children with difficulties. Martin, the head teacher, was a

quiet organized person who seemed to enjoy the administrative side of

his role. Harry, the former head, now worked part-time with Joanne to

support the children with special needs. Except for Beth, they all had at

least ten years’ experience of teaching, and significantly more in Harry’s

case. Two members of staff had been in the school twenty-five years.

It soon became obvious to Beth that Joanne was very upset about

not being offered the deputy post, and that she thought that Beth was

young and inexperienced. Although outwardly she seemed pleasant, Beth

noticed awkward silences when she came into the staff room, as if Joanne

might have been discussing her, and one member of staff did actually

comment that she thought Joanne was behaving unprofessionally.

Things came to a head in Beth’s second year in post when there was

a child in her class with severe problems in reading and behaviour, and

Beth felt that she needed some specialist help. As Joanne was the special

needs coordinator in the school, Beth asked if she could meet with her to

discuss the child’s needs. When they met, Joanne asked for details of the

case and looked at the child’s work. She then got up, looked at Beth and

said, ‘If you don’t know how to handle this, then you shouldn’t be in your

position’, and walked out. Beth described herself as feeling emotional:

‘amazed and upset all at the same time’.

Coming from a very supportive, well-led school, Beth found the culture

of her present school difficult to understand. Martin hardly ever came into

the staff room (which was next to his office). Beth felt that the rest of

the staff saw Joanne and Harry (the previous head and now a part-time
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teacher) as the people who could keep the school as it was, and that

Martin and Beth were seen as incomers who might wish to change things.

Beth told Martin that she felt Joanne’s behaviour to her was inexcusable

and he agreed. He said it was not his role to talk to her, but that Beth

should work out ways to work with her in order that she was happy. Beth

did not feel that this was a satisfactory answer, but at the time was feeling

so upset that she had no further discussion about it.

The aftermath

Two things then happened. Being a small divided school, both views of

what had happened between Beth and Joanne got around staff. Harry,

who had been a great supporter of Joanne, became more helpful towards

Beth. Martin decided that the school needed another senior appoint-

ment to give Beth support and that he would offer it to another mem-

ber of staff who shared his philosophy of education. He said he would

tell Joanne personally about this, and when this meeting took place, the

staff could hear her crying and shouting at him from the staff room next

door. It later emerged that Martin had surprisingly offered her the post,

‘to calm her down’. This was not helpful to Beth, or her position in the

school!

Other members of staff began to realize that Joanne’s behaviour was

not conducive either to good staff relationships, or teaching and learning

in the school. Joanne took a post with the behaviour support team in

another area. Morale improved, but Martin did not change and continued

to ignore emotional aspects of what was going on in the school. In the

end, Beth too moved to another school in her original local authority as

she found the work just too draining.

Reflection from Beth

My resolution was to leave for another job. At the time, I felt I just did not

have the energy to stay, and this was compounded by a long commute

to work. I could see that Martin was not going to change, and I felt that,

despite things improving, my long-term health might suffer if I were to

carry on teaching there. I suppose it was all I felt I could do at the time, but

it did teach me the importance of leaders handling emotional situations.

In the short term, it made me less trusting, but in the longer term, it has

shown me that your own emotions are bound up with those of others in

ways that can be very demanding. At the time it made me question all that

I believed about people, and the intense emotions of other participants

only served to make my own feelings more difficult to handle.



Developing understanding of emotion and leadership 149

In order to reflect on this scenario, there are several perspectives that can

help. One of these is the concept of emotional labour.

Emotional labour

Hochschild (1983) introduced the concept of emotional labour, where

emotion can be viewed as a process that requires continuous conscious

management within the work context. Hochschild viewed an individual’s

emotional state as being shaped by their position in the social system and

in the power relations within that system, and was concerned to bring

to the attention of researchers how emotion could be used for commer-

cial ends, or what Hochschild called ‘the managed heart’. In order to con-

ceptualize emotional labour, she drew upon her research on the role of

emotion management in the life of flight attendants, and explored the

tensions that build up when an individual has to give a particular per-

formance as part of their job. She noted that female airline stewards for

Delta had to make passengers feel welcome onboard, and were constantly

exhorted to smile. From this extended research Hochschild (1983) devised

the term ‘emotional labour’, where workers may be required to simulate

or suppress feelings in themselves. For example the job of flight attendant

requires them to maintain a specific outward appearance (smiles), which

produces the required emotional state, in others (happy passengers). This

can then be applied to other social transactions. She wrote:

I use the term emotional labor to mean the management of feeling

to create a publicly observable facial and bodily display; emotional

labor is sold for a wage and therefore has exchange value.

(Hochschild 1983: 7)

Hochschild stated that emotional labour operates through feeling rules.

Feeling rules are those that are deemed to be appropriate to the social

settings, such as happy when with good friends, sad at funerals, and so on.

Hochschild argues that the individual’s management of the feelings occurs

through what Hochschild called surface and deep acting. Surface acting

only requires the outward appearance (usually of a positive emotion such

as happiness) and it does nothing to resolve tensions brought about by

acting in a way that is different to how the individual actually feels. Deep

acting is different in that deep acting involves ‘visualizing a substantial

portion of reality in a different way’ (Hochschild 1983: 121). In other

words, deep acting requires a different way of looking at a situation. It may

mean that a leader has to visualize and change an organizational situation

so that social reality becomes more in tune with, for example, their own

values, and the deep acting may require a change of their internal emotion
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state or feelings. To do this, they need support from others both within

and outside the organization if they are to sustain such deep acting over

a long period. This was something that Joanne, the young deputy and

her head teacher in the scenario had not considered. It seemed that none

of the individuals in the scenario was successfully undertaking emotional

labour. Joanne was barely able to contain her feelings about Beth even

before their meeting about the child with problems. Those concerned

were not practising deep acting or even surface acting. It is also possible

that emotional labour was being seen as something undertaken by women

rather than men. The head teacher (a man) distanced himself from the

emotions of the (mainly women) around him and expected them to deal

with emotional issues themselves.

Emotional labour provides one insight into the deputy’s situation.

When you take up a leadership role, you work both with expressed emo-

tion and the unknown inner feelings of others. Was there anything the

deputy in the scenario could have foreseen in terms of the emotion of the

situation? How could she have identified difficulties? She was relatively

inexperienced, having worked in only one well-led school prior to her

appointment. She does not appear to have exercised empathy in estab-

lishing relationships with her new colleagues. However, her head teacher

was disengaged from the emotional issues among his staff and seemed to

have no insights into how to resolve the emotional turmoil around him.

One other area of research into emotion which is pertinent to the sce-

nario is how people regulate their emotions so as to keep them in balance.

There are many ways of looking at this but Gross and John (2002: 299)

suggest that we can learn by experience which responses are more likely

to give the best result in any given situation. The deputy, who was rela-

tively young, was lacking in this experience of how to manage difficult

emotions.

Reflection

Are you aware of situations where you are undertaking emotional labour in

your professional role?

In this chapter, we are mainly looking at emotion from a social perspective

but it has been investigated extensively from the psychological perspec-

tive, and the following sections briefly outline some of these ideas. In this

perspective the view is that emotions are basically inherent, and it is im-

portant to recognize that it is against this psychological backcloth that

the social world is constructed.
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The psychological approach

In terms of the psychological literature, a great deal of the emotion man-

agement undertaken by people in public service organizations is response

focused – that is managing the public perception of their emotion while

a situation is occurring. In schools for example there is an expectation

that the head teacher is in control of the situation. This has obvious links

to the concept of emotional labour, where the leader may be practising

surface or deep acting in carrying out their role.

An important concept within the psychological approach is that of

cognitive appraisal, where a person is faced with events, appraises them,

and decides how best to handle them. Here the term ‘appraisal’ is used

in a general sense, not in the specialized sense of appraisal as part of

performance review. Leaders may find a brief explanation of some of the

background information on how and why this occurs valuable in their

own decision-making and that of others. The work of Lazarus (1991) is

of particular relevance here. Lazarus argued that emotions are elicited by

significant events. According to Lazarus (1991), a primary appraisal of an

event has three features:

� Goal relevance: emotion occurs only if an event is relevant to a

concern or a goal.
� Goal congruence or incongruence: this causes positive emotions to

occur when moving towards a goal, moving away from a goal

causes negative emotions.
� Ego involvement: how much involvement someone has in the

event, encompassing the value the person puts on the event.

These three features are interesting to consider in the light of the scenario.

For Joanne, the older teacher, Beth’s appointment was an example of goal

relevance bringing about negative emotion because of goal incongruence.

Her ego involvement was high as she really wanted the role that was given

to Beth. Ego involvement could be said to be of primary importance. Emo-

tion can be suppressed or acted upon, depending often on the person’s

history and experience of similar events. Or as Solomon (2000) puts it:

What remains at the core of all theories however is awareness that

all emotions presuppose or have as their preconditions certain

sorts of cognitions – an awareness of danger in fear, recognition

of an offence in anger, appreciation of someone or something

lovable in love.

(Solomon 2000: 11)
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Haviland-Jones and Kahlbaugh (2004) suggest that emotions and

thoughts are the things that are most real to people at any given moment,

and that one of the functions of emotion is to glue together chunks of

experience to provide meaning. It could be argued that one of the leaders’

functions is to help provide that framework of meaning (Fineman 2003).

Another related aspect to emotion which has been given little attention

in educational leadership is that of temperament. Research (Caspi et al.

1987, 1988) indicates that there are patterns of childhood emotionality

that people carry with them into adulthood. In their follow-up work (30

years later) of adults who had been ill-tempered at age eight, they discov-

ered that some patterns were relatively enduring, if gendered. For example

men who were assessed as ill-tempered as children were less likely to stay

on at school, and more likely to move jobs. Women who were assessed as

ill-tempered were more affected in their home life, having more frequent

divorces than women who were assessed as even-tempered at age eight.

You may find the view of Saarni (2000), a developmental psychologist,

helpful:

Temperament provides some degree of response style consistency

over time and across situations, whereas specific emotional reac-

tions yield the variability that comes from the influence of specific

contexts, specific appraisals, specific social transactions, and the

unique meaning systems that are applied to make sense of emo-

tional experience.

(Saarni 2000: 312)

In this chapter we will not be covering the theoretical dilemmas within

developmental psychology, such as whether emotional development is

most influenced by temperament or context (the nature versus nurture

debate), but you may wish to explore its leadership potential further. Cul-

ture and context are the setting for your individual history, your life so

far, and how you assume the identity of an educational leader. This is

part of the social construction of reality (Berger and Luckmann 1991),

and the culture of the organization. The way that you conceptualize your

own leadership will have an impact on the way that you practise that

leadership.

Emotional intelligence

Emotional intelligence was originally a psychological concept, but over

time, it has been developed into something that is more akin to a com-

petency approach to emotion, items that can be measured in a check

list. It can be argued that the architects of emotional intelligence are
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the team of Salovey and Mayer. Their original work, and the emphasis

within it, was concerned with a discrete set of conceptually related men-

tal processes that involve emotional information. They view these key

processes as a way of approaching what they called ‘life tasks’, with what

they call emotional intelligence (Salovey and Mayer 1990, 2001). This con-

cept was later popularized by Goleman (1995, 1998). These four processes

are:

� Appraisal and expression of emotion (self and others)
� Regulation of emotion
� Utilization of emotion
� Emotion’s facilitation of thinking.

The processes within the Goleman (1995) version of emotional intelli-

gence are:

� Self-awareness: the ability to understand your own emotions
� Self-management: the ability to control and adapt your own emo-

tions, as in emotional labour
� Social awareness: the ability to correctly divine and respond to

others
� Relationship management: the ability to manage others and their

emotions in a group.

This research on emotion struck a chord with those concerned with

leadership, perhaps because of the emphasis on the intra-personal and

interpersonal (inherent and social), and the fact that these emotional pro-

cesses were related to life skills. Salovey et al. (2000) considered it impor-

tant that individuals were able to apply these processes to emotional con-

tent in social situations, assessing their own feelings, and those of others,

accurately. These processes appear to have direct application to leader-

ship, and this has been further developed by Goleman (1995). Salovey

et al. (2000) also suggested that emotion helps the processing of infor-

mation as well as developing multiple options in any given situation.

Leadership demands a high level of emotional reasoning.

It may be that intra-personal skills will be enhanced through reflection

and the critical consciousness discussed in Chapter 1. Leaders can develop

such knowledge over time in relationships as well as becoming more able

to consciously reflect on their own emotional state at any one time. The

deputy head in the scenario was, in a sense, doing this as she told the story

of the events that happened to her. You may like to consider how aspects of

emotional intelligence are pertinent to the main ‘players’ in the scenario.

It would seem that they were not being emotionally intelligent in any

of the four ways outlined above. In particular, Martin the head teacher

showed an absence of social awareness and relationship management.
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Salovey et al. (2000) state:

We believe that emotional competencies are fundamental to so-

cial intelligence. This is because social problems and situations

are laden with affective information. Moreover, emotional com-

petences apply not only to social experiences but to experiences

within the individual.

(Salovey et al. 2000: 504)

Goleman (1995) developed these ideas into his competence framework,

which has become so popular. Fineman (2000: 102) notes that it has al-

ways been known that certain work relationships require emotional skills,

but what Goleman has succeeded in doing is linking such competences

explicitly to success. Leading a team is a role that requires emotional skill,

and the climate has been right for emotional intelligence to take its place

among other leadership strategies perhaps because of the emphasis on

competencies, targets and league tables. As leadership becomes more dif-

ficult to sustain, wider social trends, such as a willingness to discuss stress

in organizations, mean that emotional intelligence has been seen as a

possible solution to a problem of recruitment and sustainability. Perhaps

the popularity of emotional intelligence is due, at least partially, to the

fact that it reminds leaders what they probably already knew; that emo-

tion and thinking do work together, and that there has perhaps been too

much emphasis on the rational and not enough on the power of emo-

tion and feeling. Emotional intelligence’s popularity could also be because

rational discussion of emotional competences is emotionally safe, and

does not necessarily require or suggest a change in your inner emotional

state.

Emotional context

Emotional labour and emotional intelligence are two concepts from re-

search that seem to apply particularly well to leadership in education.

Emotion, then, is not only part of the individual but also part of the so-

cial aspect of the organization. This is because organizational emotion is

embodied in the leader and those who are led. It is part of their outward

display and their inner feeling: the inherent and socially constructed as-

pects of emotion working together. Both of these aspects make up the

emotional context of organizations.

An idea which many leaders in education may find compelling is that

of the wounded leader. The scenario is an example of a wound. Beth is

the leader who is wounded as a result of the unmanaged and unrecog-

nized negative emotions in the school. Arguing that all leaders will have
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difficult emotional experiences which leave wounds, Ackerman and

Maslin-Ostrowski (2004) state:

The wound thus can serve as a call to examine the foundation

of one’s leadership. Like illness, a leadership wound brings not

only difficulty and danger but also awareness and opportunity.

For some of the leaders we met who had sacrificed their identity

and integrity in the name of leadership, the wound was a wake-

up call to their real self. They found the means – some call it

courage – to shed inauthentic ways of being and became truer

to themselves, more whole again. For others, the change was not

about being different, but finding new meaning in what they were

already doing. Some leaders used the moment to resist becoming

anything else, hoping to move forward into the future unaltered.

Some were changed spontaneously and unthinkingly from within

or without. Still others were changed deliberately and consciously,

never easily, never for sure, and only with effort, insight, and

courage. The experience of leadership suffering – of the wound –

is itself a defining characteristic of leaders and leadership.

(Ackerman and Maslin-Ostrowski 2004: 13–14)

Beginning to understand how leadership emerges from the social set-

ting and interacts with someone’s inner world, in this case through

wounding, may have a profound impact, because leadership is an im-

portant and essential component that helps to emotionally sustain orga-

nizations.

If wounding is a defining characteristic of leaders, particularly in the

way that it helps them learn more about themselves as leaders, then it

would seem right to argue that this experience is not only essential, but

also that it cannot be rationalized out of leaders’ experiences. The experi-

ence of wounding is commonplace and it serves to highlight the impor-

tance of emotion in leadership for sustainability in leadership over time.

Whitaker (1997: 127) used the concept of ‘life-enhancing leadership’

and notes in the primary school context that:

It is through the countless interpersonal transactions of the school

day that people’s lives are changed, organizational improvements

are made, dreams are realized and needs are met. We need more

understanding of those snatched moments in corridors. . . . Life-

centred leadership is essentially a catalytic process, helping others

to bring about changes in themselves.

(Whitaker 1997: 140)

He suggests that people’s knowledge of their own emotional self enables

them to visualize how they want others to relate to each other within the



156 Educational Leadership and Management: Developing insights and skills

school (staff, parents and children), within an emotional coherent con-

text. As a leader, the need to deepen self-knowledge of one’s self emotion-

ally relates to such outward expressions of feelings, at the same time the

self-knowledge generates a powerful emotional context for people work-

ing within an educational organization.

Concluding thoughts

Having considered some theoretical aspects of emotion and leadership,

several thoughts occur in relation to the scenario:

� The leader forms and makes manifest an emotional context within

which the other important narrative, education, is carried out. In

this case, Martin, for whatever reason, was distant emotionally,

and found outward displays of emotionality hard to handle. He

was not able to help his deputy with this aspect of leadership.
� The deputy had come from a school that was very successful. We

could argue that one of the reasons her new school was less suc-

cessful was because neither the deputy nor the head were able to

visualize how they want others in the organization to relate to

each other, and help them to do so. They were unable to sustain

an emotionally coherent context.
� The main ‘players’ concerned with events in the school were all

wounded in one way or another, but were not able to move for-

ward. The deputy was wounded as a leader.
� Emotional labour was not a feature of the leadership of the school.

It is possible that the deputy may have been surface acting before

her meeting with Joanne as she ignored signs of friction, but deep

acting to resolve the situation would have been difficult without

the leadership of the head.

There are connections between emotion in leadership and all the areas

covered in this book. The values that underpin leadership are linked to

emotions, and just to take one specific area, there are obvious connections

between emotions and their management and the skills discussed in the

chapter on communication. Emotion and leadership provides a rich and

complex area to explore and will provide educational leaders with further

insights to inform the day to day practice of leading.

Summary

In this chapter we have mainly taken a view of emotions as socially con-

structed although recognizing the psychological approach to emotion.
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The scenario indicates the importance of emotions within an organiza-

tional culture and the need for leaders to be emotionally literate. With

relevance to educational leadership, particular attention was paid to the

concepts of emotional intelligence, emotional labour and the wounded

leader.

Further reading

More examples of such leadership and emotion scenarios can be found

in: Crawford, M. (2009) Getting to the Heart of Leadership: Emotion and

the Educational Leader. London: Sage.

Other useful references for more on the links between emotions and lead-

ership are: Fineman, S. (ed.) (2000) Emotion in Organisations. London:

Sage.

Harris, B. (2007) Supporting the Emotional Work of School Leaders. London:

Sage.

Loader, D. (1997) The Inner Principal. London: Falmer.



11 Personal and institutional

development

The learning community

In this final chapter we look at the way in which the individuals within

an organization and the organization itself can continue to ‘grow’ so that

the relationship between the school, college or other organization and the

environment within which it works is symbiotic and dynamic. For this to

occur, the organization has to continue to learn at all levels. This implies

engaging with the management of change as the learning community

is a changing community with adaptations being made in the light of

changed professional knowledge, socio-economic structures and cultural

expectations. The chapter starts with an overview of learning opportu-

nities and then moves on to consider the theory on how adults learn.

The scenario focuses on how staff can learn together to bring about in-

stitutional improvement and the final section focuses on three important

ways in which individuals can develop their professional skills, through

mentoring, coaching and facilitating.

When teachers are part of a learning community they will adapt to,

and influence, the change which is all around them. We are concerned

with enhancing the readiness of teachers and others in education to

undertake further development. This can be at two levels – the personal,

whereby one or more staff develop specific skills and understanding (e.g.

in the integration of new technology into teaching and learning), and

the institutional, offering development objectives for the institution as a

whole. The relationship between the two is shown in part of the national

guidelines for head teachers in Wales.

Leading learning and teaching: The head teacher, working with

the staff and governors, creates the conditions and structures to

support effective learning and teaching for all. Head teachers have

a direct responsibility for the quality of learning and teaching and

for pupils’ achievement. This implies setting high expectations

and monitoring and evaluating the effectiveness of learning out-

comes.

(National Assembly of Wales 2005: 3)
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One example of staff support for the benefit of the teaching and learning

in the school can be seen in England, where the National College for

Leadership in Schools and Children’s Services is trying to offer a number

of strategies to help people at every stage of their career. The National

College has encouraged local authorities, the equivalent of school boards,

to allow experienced staff moving towards retirement to work part-time

so that they continue to provide examples of effective teaching and offer

support to younger members of staff who will replace them in two or

three years’ time. The human resources are thus managed to promote

pupil achievement within a learning community (Bush et al. 2008).

There are many activities, both formal and informal, that promote the

learning and professional development of staff that go well beyond tra-

ditional courses and workshops, and Earley (2005) offers an overview of

some activities now in use. These are classified as: observing good prac-

titioners either in the classroom or in meetings; extending professional

experience through school-based training; personal profile development;

networking and team teaching; and working with pupils through cor-

porate learning activities, supported e-learning and mentoring. Indeed,

Earley (2005) notes: ‘Research suggests that “on the job” experiences are

seen as more significant than “off the job” experiences, although there is

a clear need for both’ (Earley 2005: 238). In the scenario later in this chap-

ter, the whole school is involved in action research, a particularly effective

type of individual and institutional development. The combination of

well-managed informal and formal opportunities can create vibrancy and

excitement within the organization. The informal activities that affect the

culture of the organization include applying critical thinking to work, or

holding what Brookfield (1987) calls ‘learning conversations’. Gold (2004)

points out that:

It is not always necessary to spend a great deal of money and time

to encourage continuous professional development. An educative

school which pays attention to learning and teaching for every-

one within the school community buzzes with discussions and

thought-provoking arguments, as well as planned formal learn-

ing opportunities.

(Gold 2004: 33)

Opportunities for learning can be great motivators. Earlier in the book

we have looked at the development of delegation and the importance

of teams in educational organizations. As leadership becomes more dis-

tributed more teachers have to adopt leadership roles and promote school

effectiveness through their own endeavours. Grant (2006) suggests three

levels of approach to organizational learning with practices developing

from within the classroom, through the greater development of working
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relationships with other colleagues, to involvement in whole school

issues such as vision and policy development. For this to evolve the start-

ing point has to be with individual learning – just what is the best approach

to personal and organizational professional development?

The pattern of adult learning

Tusting and Barton (2006) offer a summary of learning approaches and as

we reflect on our own learning we can see how we react in particular situ-

ations. This will be affected by our own experience, cultural background

and relationship to our communities – all aspects of our personal and

professional environment already considered in Chapter 1 on diversity.

Learning approaches may differ as follows:

� Behaviourist research shows how we are helped to attain changed

performance through behaviour change. This can be trained by

breaking down complex chains of behaviour into simpler steps

and rewarding learners when they perform each step. Gradu-

ally learners approximate more and more closely to the desired

behaviour. However, these approaches cannot address the non-

material aspects of learning and understanding that are at the

heart of learning.
� A cognitive perspective shows that behaviour does not necessar-

ily correlate with understanding, and that we need to find ways

to build on people’s existing knowledge to help them make sense

of new information. Cognitive constructivism brings to light the

learner’s active role in this process, and the need to support learn-

ers in making their own meanings and connections.
� Developmental theories add the understanding that people pass

through different stages in their lives, in which they take on differ-

ent social and cultural roles and responsibilities. Provision needs

to take account of this and find ways to understand and respond to

the practices and problems people engage with in their lives out-

side the classroom. It is important to resist inappropriate models

of adult development, particularly those that assume there is a sin-

gle developmental path and end-point towards which we should

all be aiming.
(Tusting and Barton 2006: 43–44)

As we saw in Chapters 5 and 7 on motivation and teams, we have

to recognize that as individuals we have differing motivators when faced

with professional development at either a personal or organizational level.
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Tusting and Barton (2006) also draw the following inferences from their

review of the literature:

1. Adults have their own motivations for learning building on their

existing knowledge and experience.

2. Adults have a drive towards self-direction and towards becoming

autonomous learners.

3. Adults have the ability to learn about their own learning pro-

cesses, and can benefit from discussion and reflection on this.

4. Learning is a characteristic of all real-life activities, in which

people take on different roles and participate in different ways.

5. Reflective learning is generated when people encounter problems

and issues in their real lives and think about ways of resolving

them.

6. A great deal of learning is incidental and idiosyncratically related

to the learner: it cannot be planned in advance.

7. Reflective learning enables people to reorganize experience and

‘see’ situations in new ways.
(Tusting and Barton 2006: 45–46)

The work situation offers opportunities for learning from experience

and can help individuals understand how they construct knowledge. As

a result, they are able to respond with increasing awareness to the com-

plexities of adult lives, such as conflicts between their values and their

current life choices. But we have to recall the balance between individual

and institutional needs.

One of the aspects of personal and school or college development is

that it is not always possible to ascertain the focus of activity. For exam-

ple, often the phrase ‘leadership development’ is used to mean training for

headship or senior management roles but this implies training for hierar-

chical situations. In their review of the literature, Muijs and Harris (2003)

suggest that providing opportunities for teachers to become involved in

aspects of leadership at all levels opens the way to a new professional-

ism breaking away from hierarchical control structures to a more creative

way of working with differing assumptions of status and power structures.

However, they see the need for the brokering and mediating of relation-

ships between colleagues, for some surrender of power by senior leaders

who should be imbued with the collaborative philosophy, and for a trans-

formation of organizations into professional learning communities.

Leading or managing teaching and learning therefore involves teachers

at all levels of school or college organization. While there is a global trend

towards devolved, or institutionally based, management, schools are in-

creasingly subject to local or national guidance and with this are made

to be accountable through published results, inspections and stakeholder



162 Educational Leadership and Management: Developing insights and skills

involvement. Therefore the teacher is increasingly free to teach as he or

she believes to be most effective but also increasingly constrained to pro-

duce results however these may be defined.

Reflection

After reading this section consider a recent learning experience in the light

of the theory outlined – do you agree or disagree with the picture we have

given of adult learning? Does leadership learning differ from organizational

or professional learning?

Approaches to learning

You may or may not agree that the ultimate purpose of all institutional

development in education is the enhancement of teaching and learning,

but that is why professional development is made available to teachers.

Some teachers may be too dependent upon transmissive approaches to

teaching and learning, for themselves and their students, and judge the

effectiveness of developmental activity only in terms of what they have

been told. Transmissive approaches can dominate because, among other

things:

� They fit existing frameworks, replicating teachers’ own experience.
� They fit well with accountability systems based on outputs.
� They present fewer organizational problems because they are

hierarchichal in nature.
� They are ‘tidier’ than more creative approaches.

By contrast experiential learning is more difficult to manage, requires

much more understanding of learning methods, is more difficult to as-

sess and frequently offers challenges to those who are hoping to convince

others. For example, experiential learning as in the Kolb (1984) learning

cycle identifies stages where, we make sense of a concrete experience by

reflecting on it and conceptualizing it, then working or experimenting

with the conceptualization. These stages can be seen in the application of

theory to practice. Argyris and Schön (1981) developed this further to talk

about single and double loop learning. In single loop learning changes are

made as a result of reflection when something does not work out well. In

double loop learning we might go further to question or ‘problematize’

the assumptions underlying the activity.
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Individuals may show a preference in their learning for one or more of

the four stages in the Kolb cycle, and Honey and Mumford (1988) have

built on the theory to identify four learning styles:

� Activists: ‘hands-on’ learners who prefer to have a go and learn

through trial and error.
� Reflectors: ‘tell me’ learners who prefer to be thoroughly briefed

before proceeding.
� Theorists: ‘convince me’ learners who want reassurance that a

project makes sense.
� Pragmatists: ‘show me’ learners who want a demonstration from

an acknowledged expert.
(based on Honey 2009)

These styles are summarized by Law and Glover (2000: 170) as learning

by ‘feeling, watching, thinking or doing’.

As a result institutional development requires attention to what

Gardner (1983) described as multiple intelligences. It is easy to suggest

that ideas can be represented in a variety of ways, such as linguistic,

kinaesthetic or interpersonal, but less easy to apply these to meet the

needs of the teams being asked to look at institutional change. If these are

taken into account by leaders then colleagues gain from understanding

their own strengths and needs and recognize that in working with others

a variety of approaches may be beneficial.

Scenario: Helping a school move forward
in New Zealand

Carol Cardno has worked extensively in professional development in New

Zealand and has outlined the progress of the staff of one junior school

as they came to understand each other better while she acted as a men-

tor and consultant. Success depended upon developing an openness be-

tween and across layers of staff within the school. With Carol’s permission

we are using some material from her article (Cardno 2006) summarizing

the developments. While her emphasis is on the way in which effective

professional growth can be achieved we are, in a sense, sitting on her

shoulder to see the role played by helping participants to recognize and

build on opportunities for development.

The context

Within self-governing primary schools in New Zealand a hierarchy of re-

sponsibility has developed with senior management teams of principal
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assisted by either deputy or associate principals developing and directing

policies for school leadership and management. At a lower level are ‘syn-

dicates’ or groups of teachers led by middle managers responsible for

teaching and learning. Within these syndicates for each of three age-

related teaching teams there are also curriculum leaders who then meet

with those teaching their subject in curriculum meetings. The poten-

tial for misunderstanding within such a system is considerable and the

principal of the case study school under review felt that enhanced in-

volvement of all staff should grow from some understanding of roles.

This would be the starting point for broader review and developmental

planning.

The overwhelming question of the effectiveness of role and responsi-

bility structures puts people under some threat because the status quo

is being challenged. Will the staff understand the principal’s intention;

how will they represent what they are thinking to each other at each

management layer level; how will teachers in leadership positions explain

what is behind the thinking to other members of staff? All this stems from

the principal’s desire for effective development but so much depends

upon the way in which this is managed at individual and group or school

levels.

Approaches

The principal worked with the staff of a higher education college to de-

velop an approach which would involve all staff from the beginning of an

action research programme. By action research was meant an opportunity

for participants to identify an issue requiring attention and then follow-

ing a research discipline to investigate, explain, reflect upon and make

recommendations for development. To start this process a full day facil-

itation meeting was arranged for the senior management team (SMT),

the associate principals and the curriculum leaders (nine people in all) at

the start of a school year.

The aim of the project, to investigate the role of curriculum teams

and their leadership, was offered as the starting point. However, by the

end of this first day the group was in agreement regarding some of the

dimensions of the problem, which they summarized as follows:

� workloads
� developing leaders
� need to clarify the status quo by examining documents and ex-

pectations
� need to examine the literature on curriculum leadership
� need for SMT to jointly own issues related to the problem
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� recognition that something is not quite right with curriculum lead-

ership:
� role of curriculum leaders needs investigating
� role and responsibilities of curriculum teams needs clarifi-

cation
� role and responsibilities of associate principals in relation to

curriculum
� leadership need clarification.

(Cardno 2006: 460)

From the point of view of development strategy the first day had yielded

real benefits.

1. There was an understanding of the project and how to take it

forward by those most involved.

2. There was understanding and agreement that although there

might be extra work for all involved there would be gains in the

long run.

3. There was agreement on what was under the spotlight so that

everyone could see that there was a clear idea of ‘what was up

for change’.

It seems that in this work the team had become more open, flexible in

their working and ready to listen to others. This was seen in their report

on the current function of curriculum teams where they were:

� giving all staff the opportunity to participate in curriculum resource

decision-making in at least one curriculum area
� providing a form of professional development to ‘grow leaders’

who were passionate about a curriculum area
� reducing the work of the SMT by delegating it formally to other

middle managers.

We have outlined only the start of the process. Once developmen-

tal possibilities were identified and understood, there was professional

growth and a move towards shared status. Ideas had been developed, im-

plemented and evaluated without perceived threats to any member of staff

and all staff then wanted to be involved. The principal was seen as acting

in a collegial manner; the SMT gained from working in this way when

other aspects of policy were under review; there was open discussion of

ideas within the school community; and the changes were evaluated as

contributing to enhanced effectiveness. For the principal the gains were

considerable because the staff were more ready to take on additional cur-

riculum responsibilities and to share ideas for further development . . . and

it all involved open communication and the opportunity for enhanced

understanding.
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Reflection

What elements of this case study do you recognize as occurring or not

occurring within your working environment? Perhaps you can outline a

similar programme that might be advantageous in your school or college –

what would be your statement of objectives to secure the greatest change?

Lesson observation and implementing policies

To understand both progress and problems in organizational development

it is sometimes necessary for all teachers to be open to being observed at

work either by colleagues, peers or superiors. This may mean as part of

meetings, or within the classroom or in interaction with individuals or

groups. However, this requires a culture of sufficient openness to have

been developed, otherwise there may be problems for those who feel in

any way marginalized within the school or college. If peer or superior

observation against agreed criteria is developed as part of the life of the

school, this marginalization will be minimized. Once colleagues are pre-

pared to share their experiences the focus will move from teachers feeling

that they are the subject of observation to mutual understanding of what

needs to be further researched. When this has been undertaken a strat-

egy of supported development either through co-working, facilitation or

mentoring becomes possible at individual or group level.

As you think about the scenario above, and possibly have a look at

the full article, you will realize that the head teacher was concerned to

secure a positive development within the school. This involves elements

of enhanced communications, an understanding of the management of

change, and personal and group professional development. But where

does the impact of development occur? Essentially it is within teaching

and learning. O’Sullivan (2006) stresses that educational quality can be im-

proved only if there is systematic observation of what is happening there.

This may be to remedy what is not taking place, to ensure competence,

to add quality and value to the learning process and to understand more

of the context within which teaching and learning takes place. All that

happens in the classroom contributes to evidence under all these headings

but requires effective observation which includes recording, analysing and

reflecting on interrelationships, interactions and outcomes. O’Sullivan

(2006) suggests that the process of observation needs sharpening if ap-

propriate support is to be developed. This requires some assessment of the
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criteria against which classroom observation takes place. The author feels

that:

classroom-based methods, including lesson observations, learner

interviews, and teacher interviews, are critical methods in the ef-

fective measurement of quality in teaching and learning. They

provide insights critical to assessing and improving quality, which

are otherwise inaccessible.

(O’Sullivan 2006: 253)

However, the outcomes of such observations are of value only if they are

the basis of further training and development.

Making a difference: mentoring, coaching
and facilitating

As we have seen there can be synergy in individual and institutional de-

velopment. Within a learning community, individuals can be supported

and challenged to improve their own professional skills and knowledge,

benefiting the organization as a whole. Increasingly use is being made of

three professional development techniques that help in making a differ-

ence for educators in changing situations – these are mentoring, coaching

and facilitating. In a community such as that identified in our scenario,

where there is clarity about the focus of development, these techniques

will be most beneficial.

Mentoring

Mentoring is person centred, and there is increased awareness of the need

to match mentor and mentee, to ensure that mentors are properly trained

and that there is time, support and understanding through reflection on

the process – rather more than getting the job done! Peer and engagement

mentoring are comparatively new arrivals. Luck (2003) summarized this

for the National College for School Leadership, noting that all the mentees

and mentors could easily identify the very practical ways in which the

experience of mentoring had helped to improve their skills and made

them more effective. For example, in relation to developing ability to lead

people to work towards common goals, those who were mentored said that

mentoring by experienced colleagues had helped them to develop their

expertise in interviewing new staff and motivating people. They had also

learnt new skills such as challenging built-in assumptions, and even found

that they were making better use of time. Some of these elements can be

seen in the scenario in Chapter 9, when the mentor helps Jane develop
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a more positive attitude to her work. Those who have been mentors recog-

nize the benefits in reflecting on their own practice and developing greater

objectivity as a result.

There has been considerable research into the effectiveness of men-

toring. Mathews (2003) claims that mentoring, as a workplace learning

approach, could be used to address the problems associated with the re-

cruitment and attrition of academic staff and adds that mentoring roles

may be diverse, including those of guide, teacher, adviser, friend, tutor,

catalyst, coach, consultant, role model and advocate. For success there

has to be careful match of mentor and mentee. Halai (2006), referring

to practice in Pakistan, says that mentors working as ‘expert-coach’ cre-

ate or reinforce status differentials in mentor-mentee relationships, and

this can be counterproductive. Angelique et al. (2002) in a review of ‘peer

mentoring’, an alternative to this traditional mentoring involving people

of similar age and experience, note success where specific skills are being

developed but there is often a need for someone to mentor by promoting

reflection on skills, attitudes and behaviours.

For mentoring to be effective, Carroll (2005: 465) suggests that there

needs to be a new approach within the meetings, bringing different ele-

ments together through an inquiry perspective as follows:

� Restating: repeating an idea to invite additional attention or con-

currence.
� Recycling: reintroducing an idea from earlier in the session to

position it in relation to a current observation.
� Reconceptualizing: developing or broadening an example into a

more general idea.
� Recontextualizing: shifting the perspectives brought to bear on it.
� Making a warranted inference: to make an inference based on the

previous speaker’s comment and implicitly invite concurrence or

disagreement.

There can be tensions within mentoring relationships. For example,

Stead (2006) identifies tensions arising from feelings of exposure and vul-

nerability on the part of the mentee and raises issues of power and in-

fluence as mentors’ controlling forces. Similar tensions are discussed in

relation to mentoring and diversity in Chapter 1. While it is argued that

successful mentoring requires trust and commitment, research evidence

from human resource literature points to potential difficulties where struc-

tures inhibit open relationships. Work pressures may also mean that the

mentee needs time from a mentor who, because of his or her responsibil-

ity, cannot respond. Stead (2006: 181) argues that novice leaders are not

helped by mentoring because the pressures of the new context can detract

from effective reflection.
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In Chapter 1 the concept of reverse mentoring was introduced. This can

be of value in raising consciousness of diversity issues, for example where

the mentor may be younger or of different gender or ethnicity or sexual

orientation. The mentor who is junior to the mentee is coached to develop

skills so that he or she can give feedback to their mentee on developing

their capacity as a diversity leadership role model. This offers a double

benefit in development terms for the mentoring pair. The importance of

diverse role models was also considered in Chapter 1, for example the

existence of a black woman in a leadership position can offer a stimulus

for others from minority backgrounds to aspire to senior posts (Carroll

and Hannan 2000). The sensitivity of these issues may, however, require

considerable one to one support.

Coaching

Coaching is a more specific form of adult learning, because it has specified

objectives – usually to learn a set of competences in regard to a particu-

lar role. Bassett (2001) states that coaching differs from mentoring, as

the stress is on skills development. This suggests that coaching is being

conceptualized as training whereas mentoring is seen as a more reflec-

tive process. Bloom et al. (2005) make an important distinction between

these development strategies. Mentors can relate to newcomers ‘showing

them the ropes’ in any number of situations. A coach, on the other hand,

provides continuing support that is safe and confidential and has as its

goal the nurturing of significant personal, professional and institutional

growth through a process that unfolds over time. A coach brings an out-

side perspective and has no stake in the status quo in an organization.

Coaching is a professional practice; mentoring is often voluntary and in-

formal (Bloom et al. 2005: 9–10) although it too can be formalized. Bloom

et al. (2005) summarize coaching in the following way:

Sometimes it is appropriate for a coach to teach, to use didactic

methods in order to help a coachee to achieve a goal. Coaches

typically use instructional strategies when they are focusing on a

coachee’s way of doing. For example, to help a coachee get into

classrooms more often, a coach might provide an article on time

management and work with the coachee to set up new office sys-

tems. The coach might shadow the coachee and suggest concrete

changes in behaviour and process that would make it possible for

the coachee to protect the time set aside for classroom observa-

tions. Each of these instructional steps would help the principal

do a better job of getting into classrooms.

Over time, we change who we are by changing what we

do. However, instructional strategies have limitations. They may
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encourage dependence rather than independence. They teach

specific knowledge and skills but fall short when it comes to

building fundamental capacity. Coaches can help coachees in-

ternalize learning and be transformed by it through facilitative

strategies, strategies that are constructivist in nature. These sup-

port the coachee in learning new ways of being through observa-

tion, reflection, analysis, reinterpretation, and experimentation.

(Bloom et al. 2005: 96)

Recognizing this definition, Creasy and Patterson (2005) set out the

principles and practicalities of supportive coaching for leadership in a

workbook produced for the National College for School Leadership (NCSL)

for English schools. They differentiate between types of coaching as fol-

lows:

� Informal coaching: conversations where a school leader or peer

uses coaching principles in short informal conversations about an

issue raised by a colleague. As well as supporting the development

of thinking and practice, this can model professional learning

dialogue.
� Specialist coaching: working with a colleague who has specialist

knowledge, such as an advanced skills teacher (AST) or National

Strategy consultant. By virtue of their experience and expertise, a

specialist coach supports development in a specific area of prac-

tice, for instance in Assessment for Learning or classroom environ-

ment. In addition to specialist expertise, specialist coaches will

have developed an understanding of coaching principles, skills

and qualities whether as a superior or peer colleague.
� Team coaching: working as a department, for example on behaviour

management, led by an external or expert coach with expertise in

this area, expert coaching working with an expert coach to develop

coaching skills, where expert coaches model and develop coaching

skills across the school.
� Expert coaching: may form part of external training for coaching

or be part of in-school development of coaching practice. Expert

coaches will have, and develop in others, a clear understanding of

the adult learning principles that underpin effective coaching in

schools and high order coaching skills and qualities. They under-

stand and focus upon the process of professional learning as well

as supporting an individual’s focus.
� Pupil coaching: promoting pupil-to-pupil coaching is a powerful

learning process. Coaching that works in similar ways at all levels

in the school provides a robust mechanism that reinforces its im-

portance as a learning tool.
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� Self-coaching: when reflecting on issues of professional concern,

coaching principles and protocols can be usefully used to structure

self-coaching.
(based on Creasy and Patterson 2005: 18)

As we have seen there is often a concern about the power relation-

ships between the mentor and those being supported often because of the

need to explore issues of a broader philosophical nature. Coaching may be

more time limited and related to the acquisition of particular skills and so

if there are breakdowns in relationships while there may be immediate loss

alternative support can be found. Our final approach to professional de-

velopment is concerned with facilitation: working alongside people where

status structures are much less relevant.

Facilitating

The introduction of new technologies into educational organizations re-

lies upon the training of teachers in both the management of the tech-

nology (competence and confidence) and its integration into teaching

(pedagogy). Glover et al. (2007) show how many teachers need help in

both areas because they are unsure of aspects of classroom management

while they are learning to use electronic whiteboards to maximum teach-

ing advantage. Our research group found that the successful introduction

of new technology with a positive impact on pupil attainment relies heav-

ily upon in-school support from a skilled and confident colleague who has

both enthusiasm and the ability, and time, to help others as they develop

new approaches and materials. They are facilitators helping others to gain

what they have learnt.

It could be argued that we are dealing with semantics in differing

between the terms used for supporting colleagues. However, Rigg and

Richards (2005) argue that developmental support needs to be multi-

faceted (with elements of mentor, coach or facilitator according to the sit-

uation) and bilingual (practitioner and academic according to the focus).

They claim that facilitating is a craft, with multiple moments of judge-

ment, and choices to be made. There are also manifold opportunities for

facilitators to learn from experience and, like their participants, to gain in-

sights from experimentation and reflection. They add that, as facilitators

are people too, they bring their own anxieties, impulses to control and

responses to uncertainty, which influence the process of action learning

as much as dynamics between the group participants (Rigg and Richards

2005: 202).

Mackeracher (2004: 206) identifies three basic strategies that typify

many approaches to facilitating: directing, enabling and collaborating.
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Each must be considered both as part of a continuum of facilitating be-

haviours and as unique by itself; each strategy has advantages and disad-

vantages. Good facilitators are able to use all three strategies in varying

combinations depending on the material, the learners, and the setting of

the learning activities.

There is an increasing tendency to move from directing and enabling

support to collaborative working, which is much more in tune with shar-

ing the vision in an organization. In this situation co-learners are enabled

to grow individually and as members of a team, for example, through

community problem-solving, groups or work-related project teams (see

Chapter 7 on teams). This is most effective where the focus is defined by

the co-learners, and through processes, structures and directions negoti-

ated and so resulting in a group consensus.

Reflection

What do you think are your three most significant personal professional

needs at present. Consider the applicability of the three approaches out-

lined above in relation to these needs. Are there some needs that cannot

be met in these ways?

A learning culture

A learning culture can only really exist where there is mutual understand-

ing and collaboration. Earley (2005) states that:

An active participation by all in a collaborative culture means

that everyone takes responsibility for learning. Teachers and

others working in such communities will discuss their work

openly and seek to improve and develop their pedagogy through

collaborative enquiry and the sharing of good practice.

(Earley 2005: 245)

If you are not working in such a culture, your reaction to the reflection

above may be that some of our deepest needs (thinking back to motiva-

tion issues) are incapable of being solved by other people given the context

within which we are working. For example, if something like the follow-

ing applied: ‘I would like help in classroom management but feel that I

can’t ask Y because she looks down on me and is jealous of my role as

subject leader’ or ‘I can’t ask T because he is responsible for my year group
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and will tell the head anything I say’. Approaches to professional develop-

ment are affected by the physical and human context as shown by Carol

Cardno (2006) in our scenario of development in action. They draw upon

relationships with implications for leadership in increasingly diverse com-

munities; communication between people and within the organizational

community, and the philosophy underpinning the development of the

organization.

This raises questions about the culture and climate of the organization –

is it conducive to facilitation in all its forms? The strongest support for

teaching and learning occurs where there is a shared vision as identified in

Chapter 2. Another important concept is that of respect. Cooney (2006)

makes this point in discussing research on a greater level of personalization

for pupils so that learning could be tailored to individual needs:

The main driver for increased personalization was the leaders’ set

of core values. Just as the children had emphasized friendship as

the thing they valued most, the head teachers had built person-

centred cultures within their schools based on the premise that

each person is worthy of the greatest respect. The school lead-

ers were passionate advocates of placing the child’s needs at the

heart of all the school did. Creating the climate for positive rela-

tionships to flourish was seen as fundamental to the health of the

learning community.

(Cooney 2006: 14)

As we approach the end of this chapter on professional and organiza-

tional development and its impact, our message is that helping organiza-

tions to know what their vision is, to know strategies by which this could

be achieved, to enthuse teachers and learners in the task, and to monitor

and evaluate the impact of perceived changes requires a culture of joint

involvement. Specifically, this can be in a changing series of known tasks

cooperatively undertaken, giving equality of opportunity to all, whatever

the diversity of the context and participants. This was an emerging finding

from Cardno’s work set out in the scenario.

But this sort of change can be encouraged on a district-wide as well as a

local level. The Final Evaluation Report of the Manitoba School Improvement

Programme, reporting on work in the period from 1991 to 2003, offers a full

account of the way in which change, to enhance school effectiveness as an

objective, has been managed in 31 secondary schools (Earl and Lee 2003).

Each school developed its own plans and was supported in implementing

these by university and district advisory external agencies. The resourcing

has allowed for extensive professional development – and, possibly more

important, dialogue. This dialogue not only is within the schools but also

incorporates governmental and divisional staff so that support can be
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negotiated to maintain a cycle of continuous improvement through re-

peated challenges to established practices and beliefs. That is the core of

organizational development.

Sustained evaluation and consequent change is dependent upon both

internal and external pressures:

Whether or not innovations are embedded and sustained will de-

pend, not only on the capacity of schools and those connected

to them, but also on the infrastructures of pressure and support,

and the broader policy and political context in which the schools

reside.

(Earl and Lee 1998: 8)

While these conclusions relate to a large number of schools within a school

district, they do exemplify the ways in which personal and professional

development can be attained. The starting point, as we have seen, has

to be an awareness of what is needed if the organization is to meet its

stated aims and objectives. The very word awareness can be glibly used –

it requires an understanding of where we are and where we are going and

interactions and achievements within the teaching arena are fundamental

to this. Mentoring, coaching and facilitating offer approaches to influence

development and through this can affect attitudes, social justice and in-

stitutional outcomes. The sum total of these interactions determines the

culture of the organization. So, rather like steering a large ship into port,

leadership has to nudge the organization gently towards its objectives.

Summary

This chapter is concerned with the importance and facilitation of learning

and development for the individual and the organization. Starting from

the notion of the learning community, we then considered the learn-

ing of adults and how different individuals have different learning ap-

proaches. The scenario gave an example of organizational learning. Learn-

ing through observation is particularly important in relation to teaching

and learning but can only occur successfully in an open culture. The last

section of the chapter focused on the idea of building a learning culture us-

ing the three important and related concepts for the learning community

of mentoring, coaching and facilitating.

Further reading

It might seem that there is a great deal to do in relation to development

of the organization, be it school or college. Development is a complex
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process and there are so many influences. There is need to think about

the skills of leadership within the organization and this is dealt with

in very practical ways by the following book: Stone, B. (2004) The Inner

Warrior: Developing the Courage for Personal and Organisational Change.

London: Palgrave-Macmillan.

Looking at teachers as part of a learning community, the following book

might have the last word because it stresses the need for communi-

cation between all sectors of schools and colleges: Lieberman, A. and

Miller, L. (eds) (2008) Teachers in Professional Communities: Improving

Teaching and Learning (Series on School Reform). New York: Teachers

College Press.



Endnote

This book has focused on a number of interrelated skills related to the

leadership and management of people in education. The skills themselves

are evolving and we have to recognize that the context in which educa-

tionalists operate is also evolving.

We commented in the Introduction on the changing understanding

of leadership. Perhaps particularly in Western democracies, there is grow-

ing approval of forms of distributed leadership with the recognition that

leadership is not vested in one individual at the top of a hierarchy. This

change, although not necessarily universal, has implications for a more

democratic and participatory form of leadership and management in our

schools and colleges.

At the same time, there are countervailing tendencies. In many coun-

tries including England, there have been changes in educational policy

that have introduced a greater level of control and accountability, for ex-

ample through inspection, and have introduced ideas of the market into

education so that schools and colleges are competing for pupils. Ryan and

Rottmann (2009: 478) claim that: ‘Given the current regulatory context

and preoccupation with the market, it will not be easy to introduce, pro-

mote or sustain democratic practice in schools.’ It may not be easy, but it

is still both important and possible.

There is steady change involving gender and leadership. Although there

is still a tendency to automatically identify leadership with the male

(Schein 2001), more women are emerging in leadership roles in educa-

tion, although ‘there is no doubt from the evidence . . . that being a woman

and a head teacher is a very different experience from being a man and

a head teacher’ (Coleman 2002: 155) and what applies to head teachers

will apply just as much in any leadership role. The other change related to

gender is that of work–life balance. Holding a leadership role is demand-

ing and time consuming and has implications for family life. At present

that applies much more to women than men, because women still tend

to take major responsibility for home and children. One outcome is that

fewer women are likely to take up leadership roles. However, men also

want to play a part in family life and attitudes are slowly changing with

regard to domestic stereotypes and the responsibility for child and elder

care.
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Changes in the wider society have meant that there is much freer move-

ment across national boundaries. Migration for economic and political

reasons has changed what were relatively homogenous populations to be

a diverse mix of ethnicities and religions.

Throughout the book we have commented on how people are labelled

as ‘outsiders’ and educators need to examine their understanding and

develop critical consciousness in relation to diversity, not only in relation

to ethnicity, but also in relation to any of the qualities that mark us out

as ‘different’ in some way to the dominant groups in our societies. Each

chapter has focused on a different skill but has emphasized the need for

reflection in exercising that skill. Stereotypes provide easy short cuts in

how we perceive each other. However, we hope that this book will serve

to remind you to look through a different ‘lens’ and see beyond stereotypes

to the value of each individual and what they can contribute.
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are faced with difficult situations where there may not be a ‘right’

answer. Each case study brings alive the theory and invites the

reader to consider how they would apply it to their own practice. 

The book will be of interest to both practitioners and students of

educational leadership and management. 

Dr Marianne Coleman is Reader in Educational Leadership and

Management at the Institute of Education, University of London, UK. 

Dr Derek Glover is Honorary Professor of Education at Keele

University, UK.
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