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From the editor
Dear Readers
tion where different values were in conflict. She
analyzes the cultural dimension of the conflict
of values and criticizes the decisions made as
violating the principles of ethical leadership understood as service to the common good.
Wiesław Poleszak from the University of
Innovation in Lublin presents the results of
the research carried out within the framework
of GLOBE (Global Leadership and Organizational Behavior Effectiveness Research Program) and focused on Polish teachers’ expectations towards school culture and leadership that
give some insight on the Polish school context
of educational leadership.
The final paper by Magdalena Łagodzińska from Jagiellonian University is an example
of an emerging researcher’s work. She presents
small research carried out during an international project on leadership development with
students from six European countries that took
part in it. She shows how young future educational leaders understand leadership and what
they expect from school leaders in terms of
their personality.
The second issue’s closing part is a review
of a book written by Marco Snoek ‘Developing
Teacher Leadership and its Impact in Schools’,
published by Amsterdam University Press.
Review done by Professor Joanna Madalińska-Michalak from the University of Łódź.
The content of that issue seems to be a good
mixture of issues important in the discussion on
challenges in the theory and practice of educational leadership in the contemporary context.
With hope that the readers will be inspired
and ready to join that discussion, we invite
them to read.

With great pleasure we present the second
issue of Contemporary Educational Leadership (CEL); it contains a series of papers that
opens with the paper by Grażyna Bartkowiak
from the University of Economics in Poznań.
In her paper, she argues that cooperation between teachers can be a good way to create a
school culture that allows for building positive
relations that on one hand, foster learning and
development of all members of the school community and on the other, can prevent organizational conflicts. The theoretical considerations
are illustrated with a small study carried out in a
group of teachers from schools of different type
that demonstrates how they see conflict and cooperation in schools.
Gerry MacRuairc from University College
Dublin discusses how neo-liberal models of
accountability have impacted Irish educational
system. He tries to show how neo-liberal models of accountability, but also other factors from
the Irish educational context, have contributed
to the differences in the outcomes for different
social groups. He then argues that unless equity-derived policy imperatives are explicitly
built into the pedagogical work of schools there
is little hope that education systems will be able
to support the achievement of equity for all in
Irish schools.
Agnieszka Cybal-Michalska from the University of Adam Mickiewicz in Poznań raises
the issue of relation between management and
leadership. She shows how the multi-contextual changes in the neo-liberal world create new
challenges for leaders and make necessary the
redefinition of the relation between leadership
and management that goes beyond traditional
paradigms boundaries. Only then will school
leaders be able to adjust to the dynamics of
changes in contemporary organizational contexts.
In the next paper, Marta Shaw from Jagiellonian University and the University of Minnesota presents an interesting example of challenge faced by the leaders of the University of
Minnesota, when they had to decide in a situa-

Roman Dorczak
Editor–in-Chief
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Cooperation in teams of teachers as a factor
limiting conflicts in the school environment

Grażyna Bartkowiak
Adam Mickiewicz University in Poznań

Abstract

teams of teachers, list advantages of that cooperation and think of possible ways to improve mutual cooperation at their workplace.
Keywords: conflict, cooperation in the
school community

The school community, as many other groups of individuals, that is of people
with different visions, aspirations and social expectations, is not free from conflicts that consequently affect students, the
most important members of the community.
This paper develops the issue of promoting
cooperation in teams of teachers, building an
open ambience for teachers’ mutual relations
and for relations in the entire school community,
for sharing knowledge and for giving support.
All these have a positive impact on building up
school culture and are reflected in students’ relations. Such cooperation prevents unnecessary
conflicts, limits excessive rivalry and, in consequence, not only does it help fulfill the school’s
mission but it also raises the quality of life and
fosters the development in the entire community
(students, teachers, parents, non-teaching staff).
The empirical part of the paper presents
the results of the research carried out in 2014
in a group of 67 teachers from three primary
and one secondary school. The respondents
were asked to establish the frequency and
causes of conflicts among teachers, find and
name the barriers inhibiting cooperation in

Introduction
It is an obvious truth that humans are social beings. They need others to develop, fulfill themselves and fully participate in life and
culture, for which they are prepared by the educational system. To function in the society, a
human needs to compete with others (not to
say fight) to gain resources that are objectively
or subjectively limited. As members of a given community, we have both common and different values, aspirations, goals and behaviour
patterns. When these patterns are related to the
values we believe in, our behavior is more coherent. If we assume the perspective in which
conflicts, apart from being beneficial and purifying, can prove harmful for the school life
if they occur too often, probably caused unconsciously by teachers or parents involved in
school life, they become a negative, inefficient
model to follow for students. In that case, the
situation needs to be handled with firmness.
06
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This study concentrates on the issue of promoting cooperation in teams of teachers, building an open climate for their mutual relations
and for relations within the entire school community, for sharing knowledge and for giving
support. All these behaviours, as I have mentioned above, translate into relations between
students. Such cooperation inhibits unnecessary conflicts, limits behaviours of excessive
rivalry and, in the second place, helps not only
fulfill the school’s mission but also improve
the quality of life of the entire community (students, teachers, parents, non-teaching staff).
The empirical part of the study presents the
results of the research that was carried out in
a group of 67 teachers from three primary and
one secondary school. The respondents were
asked to give the reasons of conflicts between
teachers, name the barriers that inhibit cooperation in teams of teachers, list profits connected to cooperation and think of the opportunities for such cooperation in their workplace.
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role of shared values and common goals, that is
of commonly initiated and organized enterprises, as factors that help reach a greater coherence
of the team. School community seems to be a
good example of that correlation. The role of
values as an indicator of school work quality
has been developed by many academics (e.g.
Bezzina, Madalińska-Michalak, 2014; Dorczak,
2013; Mazurkiewicz, 2014). They are seen as
the key determinants of the school’s mission.
Delving into the literature and observing
schools, we can see that quite often they promote the effort of individuals, for instance of
gifted students or teachers whose achievements go beyond the accepted standards,
whereas they ignore the profits connected to
team cooperation. Only a few school heads
notice the necessity of promoting cooperation. However, they say that they do not know
how they could do this in a particular school
environment and often they feel helpless.
The reasons of this phenomenon can be
found in varied conditions. One of them is the
social vision – the vision in teachers and parents’ minds of how they should act as the continuators of the attained level of civilization
development, transmission through generations, mutual expectations, behaviour patterns
accepted in the natural social order, petrifying
the structure and organization of social life
(Bless, Schwartz, 2010; Modrzewski, 2007). In
the experience of teachers and parents, this social vision translates into two life perspectives:
the objective, culturally conditioned perspective that is distorted as the result of the distortion of a given structure of the social order, for
instance as the result of abrupt social changes
(Sipińska, 2012) and the subjective life perspective, determined by the patterns of orientation towards past, present or future social statuses. It makes teachers, parents, students and
other members of the school community solve
their professional problems in a certain way in
the circumstances of shaping systems of values.
Even though the school community is created by students, teachers, parents and administrative workers, the present study will
consider only selected subjects of the school

Theoretical considerations
Recent data shows that the rate of conflicts
in the school environment keeps at a quite
high level. Even though, in the contemporary perspective, conflicts are seen as a natural phenomenon, occurring everywhere where
people interact (Chełpa, Witkowski, 1995), in
the school environment they result in loss of
sense of security and have a negative impact
on the most important subjects of educational
processes – students (Kuratowska, 2013; Mazurkiewicz, 2011). By impairing the sense of
security, conflicts make both teachers and parents close themselves to the needs of others
(Byron, 2009). Besides, they create a climate
that is unfavourable for creative thinking (Bartkowiak, Krugiełka, 2013). In the pedagogical
literature, the organizational climate and culture of school are treated as a significant variable, on which depend the cognitive results
attained by students (Augustyniak, 2012; Kutrowska, 2013; Madalińska-Michalak, 2013).
Social psychologists (e.g. Gable, Reis;
Smeesters, Wheeler, Kay, 2010) point at the
08
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community – teachers, their mutual relations
and their relations with parents. The purpose of limiting the analysis to this area of
relations was, apart from the limited frames
of the study, that they are considered particularly significant and generate most conflicts in school (Mercer, Barker, Bired, 2010).
Considering individual conditions of given relations, it seems useful to refer to the
personalistic view on human in education
that is based on the following assumptions:
• The
affirmation
of
the
autonomy that is granted to every human as a free and unrepeatable being.
• The subjectivity of human which excludes treating him as a tool or an object,
• The
legal
subjectivity,
which
makes human have vested rights as a rational, free being, capable of being responsible, self-aware and of self-directing,
• Priming the spiritual life of a person in relation to other aspects of life and to the community,
• Social ties in their dialogue and
community dimensions, indicating the social character of human, the realization of I
through the meeting with YOU (Adamski,
1993, quoted after Śliwerski, 1996, p. 15)
The last of the assumptions listed above is
an appreciation of the necessity of noticing the
other human being in the educational process
occurring in the school community. The consequence of assuming this reasoning is accepting every member of the community – student,
teacher, parent or administrative worker – as its
equally important member with full rights and
his or her own needs, values and expectations
requiring special care. Meeting the needs and
values understood in such a way can be done
through dialogue. Even though the author of the
notion of supporting dialogue Stephan Covey
understood it as a conversation based on synergic communication enhancing learning and
development in the relations: teacher – student, the author of the present survey believes
that this notion could by slightly generalized
and applied as a tool to enhance the relations
in the communication and conflicts in the relations teacher – teacher and teacher – parents.
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These reflections imply the necessity of
paying attention to how significant the proper
choices of candidates for teachers are in the educational process, focusing on the their values
(Hobby, Crabtree, Ibbetson, 2004), their good
manners (Szpoczek-Sało, 2013) and their motivation to change and learn (Mazurkiewicz, 2011;
Institute of Management Superseries, 2007).
It is an obvious truth that steering and directing one’s own actions enhances the level
of involvement and motivation to active participation in educational processes of the school
community of its individual members (Brophy, 2007). Self-steering and self-directing
is, according to the author, the result of three
innate psychical human needs: the need of
competence (the need of control over the environment one lives in), the need of inclusion
(the need of affiliation, of maintaining contact
with others) and the need of autonomy (the
need of deciding for one’s own). These needs
should be met and school as an institution that
is part of the educational system should create
conditions for the involvement in learning and
work of the members of its community (Mazurkiewicz, 2014). This involvement looks
different from the perspective of students,
teachers and parents but all of them make a significant contribution to the educational process.
Managing conflicts, as seen from the
school’s perspective, is not an easy task for the
school head. However, it cannot boil down to
the school heads’ actions alone (Mercer, Barker, Bird, 2010) because they manage schools
not on their own but by creating conditions
for cooperation, initiating it and maintaining
the involvement of the entire school community (Mazurkiewicz, 2014). The role of school
heads, as understood in this way, is connected
to the conscious transfer of influence to the
team, made up by competent members, which
was called by Barbara Kożusznik the phenomenon of disinfluntization (Bartkowiek, 2010 ).
In the school community, parents, next to students, teachers and administrative workers, play
an important role too as they entrust their greatest
value – their child – to school. Their involvement
is crucial for the efficiency in realizing school’s
09
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mission and particular goals (Bobula, 2012).
The considerations of the issue allowed for
formulating the following research problems:
1. What are the most frequent reasons of the conflicts occurring in the
school environment in the relations parents – teachers and teachers – teachers?
2. To what extent are teachers aware
and know of possibilities of promoting cooperation in the school environment?
3. Do teachers – and if so, to what extent –
perceive cooperation in the school environment
as a means of preventing unnecessary conflicts?

of 10, 12 and 11 possibilities of improving and
enhancing cooperation were created. Then, using the method of competent judges, these lists
were reduced to respectively 5, 5 and 4 most
important proposals, basing on the criterion that
the statements were repeated in at least 51%
of the cases. In the second stage, the teachers
were given a questionnaire prepared from the
selected lists and comprising 12 statements
and were asked to point at those which they
believed described best the situation in school.
Then, they were presented another questionnaire composed of 11 statements and comprising a pre-made list of possibilities of improving
cooperation. They were asked to choose the
proposals they would accept themselves. Additionally, the present results of the research are
also based on the data from 12 in-depth interviews that were carried out individually. During the interviews, the respondents analyzed the
answers to the questionnaire but in some cases they presented their free reflections as well.

The organization and the area of
the research
The research was carried out in a group of
67 teachers from three primary schools and
one secondary school. It was carried out in two
stages. In the first stage, teachers (a few school
heads included) from another 83-member
group gave their own assessment of the reasons
of conflicts occurring in the school community between teachers and between teachers and
parents and then gave proposals for enhancing
cooperation in these relations. As a result, lists

The results of the research
Considering the reasons of conflicts in
the school environment led to the recogni-

Table 1. The reasons of conflicts in the school environment (in the relations between teachers and
between teachers and parents) indicated by the surveyed teachers.
The reason of conflicts occurring in the school environment

1

Numer of people

%1

No information and no sufficient knowledge among parents
on teachers’ work and involvement

38

56,72

Individualism and reluctance to cooperate among most of
the teachers

35

52,24

Demanding attitude of parents

27

40,30

No interest in teachers cooperation among most of the
school heads, performing the role of administrators

15

22,38

Other reason

28

41,79

Because the choices were not exclusive (table, 1-5), the total percentage exceeds 100%

Source: own elaboration
10
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tion of quite different categories of assessment. The statements showed that on one
hand, the teachers were very critical towards their own attitudes and on the other, did not have a very good opinion on parents’ involvement in the school life [Table 1.].
The gathered data shows a varied distribution of reasons of conflicts in the relations
teachers – teachers and teachers – parents that
were indicated by the surveyed teachers. As
it has already been mentioned, the surveyed
teachers were very critical towards their own
professional group, they held themselves and
school heads responsible for the lack of motivation to cooperate. The individual interviews
basically confirmed the previously obtained
data but some respondents denied that there
were any problems in relations and claimed that
there was good cooperation in teachers teams.
A deeper analysis of the problem revealed other
reasons: no tradition of cooperation, excessive
workload caused by teaching duties, awareness
of the necessity of cooperation along with the
difficulty of reaching an accord among teachers, etc. The teachers pointed also at the fact
that closer and more frequent contacts prevent
an array of conflicts of impersonal character.
Even though these statements were not numerous (ca. 5-8% of the statements), they show a
relatively high level of teachers’ awareness
of why such cooperation should be undertaken and promise a positive outcome of actions
taken to initiate and enhance such cooperation.

Contrarily to the critical view on the level
of cooperation among teachers, the research revealed no teachers’ criticism towards their relations with parents. The gathered data shows
that teachers tend to hold parents responsible
for the unsatisfactory effects of their cooperation with the school environment. In the view
of most of the respondents, parents present a
demanding attitude, are not willing to cooperate with teachers, do not know much about their
work and put most educational and pedagogical
obligations on the school. A deeper analysis of
the teachers’ statements (regardless of the fact
that it would be more objective to interview the
parents themselves) proves that they blame two
extreme types of parents’ attitudes for that situation: the traditional one, assuming their lack of
involvement in the educational process which
is teachers’ domain, and the opposite one, in
which parents have the attitude of a demanding customer, client or even ‘a passive spectator of a traditionally directed theatre play’. The
teachers are aware that these attitudes can be
the result of life frustration, overworking, mere
laziness or lack of awareness, yet they think it
inhibits undertaking cooperation between parents and teachers. Sometimes the reason might
be ‘more objective’, namely – parents are not
sufficiently mentally and emotionally mature
and do not understand their role as partners
in the process of their children’s education.
As for the possibilities of enhancing cooperation both between teachers and between teach-

Table 2. The possibilities of cooperation as actions preventing conflicts in the teachers environment
indicated by the teachers
Type of cooperation between teachers

Number of people

%1

Subject teachers meetings

43

64,18

Integration parties for teachers

5

7,46

Demanding attitude of parents

1

1,49

Intercoaching

49

73.13

Source: own elaboration
11
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Table 3. Forms of cooperation suggested by teachers as actions preventing conflicts in the relation
teachers – teachers
Suggested form of cooperation between teachers

Numer of people

%1

Educational walks

9

13,43

Establishing common standards of solving problems

8

11,94

Peer-coaching

3

4,47

Sharing good educational practices

34

50,75

Recording and analyzing lessons together

3

4,47

Analyzing students’ works together

1

1,49

Action research procedure

2

2,98

Source: own elaboration
ers and parents, it is worth noticing that the
teachers themselves saw the solutions, which
allows us to be optimistic about the development of such cooperation in the future [Table 2].
However, the level of teachers’ awareness
of possibilities of promoting cooperation in the
school environment can be considered quite low.
The surveyed teachers considered real only
the cooperation via parents councils or directly
via email (which some of the teachers proposed).
In turn, while considering cooperation between teachers, most of them chose meetings
of subject teachers. The answers point at the
already developed and tested forms of cooperation, highlighting that they served their
purpose. However, in the list created by the
teachers, what draws attention is that the respondent assessed positively ‘the already existing cooperation in the teachers community’.
It might be because the actual forms of cooperation were relevant, which should not be depreciated, or because the surveyed teachers did
not know how such cooperation should and can
look. It seems promising that one of the teachers gave intercoaching as one of the possibilities of enhancing cooperation in the teachers
community. This form of cooperation allows
teachers to develop partnership, regardless of
their position, work experience, etc [Table 3].
Further analysis, when teachers assessed

given forms of cooperation, revealed that sharing good educational practices is quite popular with them. The low level of acceptance of
other forms of cooperation might indicate that
the teachers do not know how to use them. It is
worth noticing that the cooperation of teachers
via internet was not put on the list of ‘novelties’
on purpose. As for this form of cooperation, it
should be promoted more broadly in the teachers community (studies in periodicals, journals
and monographs) and some research on its practical use should be carried out. The role that the
school head should play is equally important.
Conclusions
The gathered data, apart from showing the
image of cooperation in the school environment
and the possibilities of enhancing this cooperation, yet again points at the particularly high rank
of educational leadership in which the teacher’s
role and the involvement of other members of
the school community are understood actively.
The school head, by initiating cooperation in the school community based largely on teachers’ activity, can prevent potential conflicts or let the community choose
the solution that would be the best for it.
That is why it is hard to overestimate the
importance of the teacher as the creator of
12
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the current and, for sure, the future reality, no
matter whether it is considered from the perspective of the present or future generations. It
seems to be a truism to say that the reality is
constantly subject to changes. Surely, it changes and will change faster and faster but some
universal values in the role of the teacher can
still be found along to those that will and even
have to change. The school head plays a particular role as the person who influences or
even decides as to not only the way teachers
are and should be but also the way cooperation
is undertaken in the entire school community.
This reasoning leads to the conclusion that
creating a school starts with the school heads promoting cooperation: their attitudes to the world,
to people, to their closer and further surroundings, their sense of social vocation, their professionalism as experts in a certain domain, and most
of all, their manners and high level of morality.
It is probable that such a school head, playing the role of a leader of the school community,
would try to fulfill his professional goals cooperating with well selected teachers who join the
community to meet their professional, personal,
and social ambitions. However, it is important
for school heads to be aware that in spite of their
formal power, their mission is a social service,
they are only members of the community and
the value of their work is assessed on the basis of
their ability to initiate cooperation in the group
pursuing significant and far-reaching goals.
Therefore, in the current reality managing people in school can be done only by an
authentic decisive participation of students,
teachers, parents and administrative workers.
By trusting the other, accepting common values and setting common goals, they become
a learning community, which leads to changing the school as an educational institution.
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Abstract

as a system, from an equity point of view, it is
not well positioned to incorporate neo-liberal discourses that have failed to deliver equity
elsewhere. It becomes clear than unless equality
outcomes and the more politically challenging
equity-derived policy imperatives are explicitly built into the pedagogical core of schools
there is little hope that education systems
will contribute to the achievement of equity.

There is now a considerable body of scholarship on the impact neo-liberal models of accountability have had on education systems.
While very pervasive, neo-liberal models of
accountability are not monolithic and encounter different systems at different stages of development and varying degrees of readiness or
receptiveness to reform imperatives of this nature. This paper seeks to examine how the different stakeholders have mediated these newer forms of accountability in the Irish context.
It seeks to look specifically at the impact of forms
of accountability, including those with neoliberal origins, on the achievement of more equitable student outcomes. Generally speaking Irish
education reform has come late to neo-liberal
policy platform so the current inequitable outcomes of the Irish system cannot be the result
of neo-liberal reforms alone. What is examined
here is how the main manifestations of accountability that are established in the Irish system
have contributed to the differences in outcomes
for different social groups. The analysis suggests that even without neoliberal type reforms
the Irish system was not doing well with respect to equitable student outcomes. Therefore,

Keywords: neo-liberal reform, equitable outcomes, forms of accountability, pedagogical core

Introduction
Much of this literature on the impact of
neo-liberalism on education models of accountability point to the negative impact of these reforms on the form of education provided and
specifically on the asymmetrical student outcomes of many school systems. It is important
however not to be overly deterministic about
the impact of this reform trajectory but instead
to seek to read different national sytems against
the broad neo-liberal canvas in order to identify
patterns of policy and practice that have mediated this neo-liberal trend. While very perva15
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sive, neo-liberal models of accountability are
not monolithic and encounter different systems
at different stages of development and varying
degrees of readiness or receptiveness to these
reform imperatives. This paper seeks to examine how these newer forms of accountability
have been mediated by the different stakeholders in Irish Education and specifically what
impact they have had on achieving more equitable student outcomes. This contextual analysis will provide a better sense of the key role
context plays in shaping responses to particular
policy imperatives. A key assumption underpinning this paper is the view that accountability is necessary in all fields and especially in systems such as education because they
place significant demands on the public purse.
This demand to account is not a boundless
field and is essential to ensure that the broad
values of education are central to the framing
of what schools should be accountable for.
In this framework, equitable outcomes for all
students are key. Accountability for the process and outcomes of education are very useful
when applied to the idea of equity in education
because the distinction between the two interrelated dimensions maps onto the well established
idea in the discourse of equity of opportunity/
participation and the more challenging, radical notion of equity in and equality of outcome
(Baker, 2009). This framework can be used to
hold systems to account not only for the quality
of what goes on in schools, the outcome of which
can have significant negative implications for
some social groups, but for the outcome of education on subsequent life chances. It will also
be necessary to ensure that two other aspects
of accountability are kept in mind throughout
this discussion – accountable (and responsible)
for what and accountable and (responsible) to
whom. In an era where schools are sometimes
expected to be all things to all people it is important to keep in mind where the boundaries
may/ should be drawn. The additional typology of forms of accountability outlined by Moos
(Moos 2013) will be used later in the paper as
the broad structure to facilitate and critique the
types of accountability that frame the education
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system in Ireland. It is important that the idea of
accountability for equity attempts to integrate
or hold together the discourses of both accountability and equity so that the manner in which
one impacts the other can be examined and understood fully. Whatever accountability meant
in the past, within the neo-liberal perspective
the manner in which accountability has evolved
creates serious challenges for the achievement
of equity. It could be, and frequently is, argued
that these new forms of accountability are a
significant factor in the failure to move closer
towards more equitable outcomes; ‘neoliberalism starkly increases inequality’ (Spence, 2013,
p.141). Consequently, it is important to recognise the origin of the current range of accountability measures. The fact that they are derived
from neo-capitalist / neo-liberal forms of governmentality (Ball et al 2012, Ball, 2012a; Ball
2012b, Barnett, 2008,Wacquant, 2009) where
the broader inequalities in society have been
widened and deepened means that working
with these two unhappy bedfellows will require
a considerable nuanced analysis if we are to find
patterns of policy and practices where equity
outcomes are identifiable. We have now had
neo-liberal-derived accountability models, to
varying degrees, in most systems for well over
20 years. This provides a reasonable evidential
base upon which to judge the outcome of this
perspective on issues related to equity. The legacy of this period within the field of education
is the subject of considerable critical analysis
– the high stakes nature of much of the public
face of accountability has been shown to have
a negative impact on the nature of educational
provision in schools. Research from the UK by
Alexander (2009) on an education system that
has been describe as the laboratory of neo liberal educational reforms (Ball 2013) is a damning
indictment of the direction many of the current
models of accountability are leading education systems. Much research and critical comment points to a significantly negative impact
on equity focused outcomes. Other research
based on the impact of No Child Left Behind
(NCLB) in the US is equally highly critical of
how these reform movements impact quality
16
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(Labaree, 2010; Spence, 2013). The notable
exception here are the Scandinavian countries,
where educational reforms have led to a reduction of social inequalities, mostly because they
have been accompanied by wider programs of
social democratic reforms (Erikson and Jonsson, 1996 in Lanelli, 2011). By and large education related practices, some directly related
to education and others more broadly focused
and to varying degrees enabled by the neo-liberal way, reconfirm how educational reform
and current accountability systems are not addressing the persistence of inequitable patterns
of outcomes in education. What has happened
in many countries, including Ireland, is that the
expansion of education has only postponed the
point of selection. The levels of institutional
and curriculum differentiation within education
systems is often linked to patterns of school
choice particularly among the middle classes.
These practices are facilitated by many of the
neo-liberal-derived practices (Devine, 2004).
This has resulted in an increasing number of
people from lower social classes, who stay on
in education, concentrated in less prestigious
institutions, studying for less prestigious, sometimes subdegree level programmes which in
turn may affect their ability to gain prestigious
and well-paid jobs. It has been found that social
stratification reproduces itself not only through
vertical differentiation (between levels) but also
through horizontal differentiation (between
types) of educational outcomes (Lucas, 2001;
Lanelli, 2011). In addition to this, and also enabled by the neo-liberal free market ideology, the
persistence of social class inequalities demonstrates that the labour market does not work
on a purely meritocratic basis. Although employers use educational qualifications to screen
potential applicants for jobs ‘research has also
found that the effect of social class origin on individuals labour market outcomes is still strong
and only partly mediated by education. This
means that children of middle-class families
are more likely to achieve higher occupational
outcomes than children of working-class families, irrespective of their educational qualifications. They have other resources (such as so-
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cial networks) at their disposal that advantage
them in the competitive job market (Lanelli,
2011, p. 252). There are traces of neo-liberal
type ideas and policies identifiable within the
Irish system. Many of the more extreme practices of high stakes accountability evident in
the UK or the US are either not present or are
in the early stages of development in Ireland.
What can be seen are recognisable shifts in the
discourse that are clearly laying down the foundations for a much more neo-liberal response
to reform of the education system in the future.
In order to examine the current models of
accountability in Irish education it is necessary
to explore to some degree some of the historical legacy and cultural specifics that have
framed Irish education. These factors have
created a particular national context that has
mediated the broader transnational developments of neo-liberal models of accountability.
As is the case in all countries, when ideas transfer into the national framework, the outcomes
differ and it is important to recognise this if
we are to understand the dynamics involved
in how neo-liberalism has impacted education
systems (Lynch et al, 2012). By doing this it
will be possible to trace the different forms of
accountability in operation and the extent to
which these are (a). influenced by neo-liberal ideology and (b) either by resistance to the
neo-liberal order or by some other means striving to keep equity at the centre of the frame.
Public sector reform in Ireland
Within the broader public sector in Ireland
in the 1990s new public management type reforms were the first visible sign that change
was afoot. It was not that reform was not needed – in fact stagnation within the public service in terms of work practices and an inward
looking, conservative perspectives prevailed.
Piecemeal reform and transformation appeared
not to be working too well (see Garvin, 2004,
Allen, 2007, O Sullivian, 2006; Lynch 2012)
other factors also contributed to creating ‘a fertile ground in which to breed neo-liberal policies’ in certain sectors (Lynch, 2012, p. 10).
17
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The size of neo-liberal project, its strength
as an approach to reform may well have been
what was needed in order to wake the sleeping
giant that to varying extents was the Irish Public Service. Neo-liberal models of accountability have become well established in most of the
Irish public service and it could be argued that
many of the outcomes of this new order have
had some positive outcomes; Ireland operates
within the Anglo-American zone of influence
for reasons of history, culture, language, colonization and trade. It is not surprising therefore
that it also displays many of the features of its
powerful neo-liberal neighbours in terms of its
social, health and education policies’ (Lynch
et al 2012 p.5). However, new managerialism
and the associated new forms of accountability were not just about changing work-practices
but also about changing values in how organisations relate to workers, customers, the state
and the general public good (Clarke, 2000).
In education circles, once the ideas began to
infiltrate thinking in relation to educational
practice clear patterns of resistance were identifiable. The focus on outputs, performance indicators, key deliverables dominated by the idea
of choice and the free market, where market
principles become the primary vehicle of problem solving did not sit comfortably within the
education sector in Ireland. The teacher trade
union sector provided a robust and successful
resistance to many of the more controversial
forms of accountability (Lynch, 2012); ‘despite
all the changes occurring through the endorsement of neo-liberal principles at management
levels, evidence from schools suggest that not
much may have changed at the classroom level’ (ibid. p. 15). More recent evidence on the
ground would suggest that this assessment
might have been slightly dated at the time of
writing (2010). The recent economic downturn changed the trade union/ state dynamic.
Currently austerity measures have seen the relationship between unions and the state move
to a more contentions, pay and conditions basis
creating what has been termed the perfect storm
(Conway, 2013) where many hitherto unpalatable ideas and practices associated with neo-lib-
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eral reform have gained considerable traction.
There were some signs that changes were
coming in the education sector just before the
economic crisis when the Ministry succeeded in
publishing all school evaluation reports on the
Ministry website in 2007. Other smaller changes
were evident as far back as 1992 when ‘control’,
‘accountability’ and ‘quality assurance’ were
strongly evident in the consultative green paper
on education (Government of Ireland, 1992).
‘Transparency’ and ‘evaluation’ were added in the White Paper 1995 (Education, 1995),
with ‘accountability, to evaluate effectiveness’
named as one of the five educational principles
(Gleeson & Donnabháin, 2009, p. 31). ‘Transparency’ and ‘accountability’ are also central to
the 1998 Education Act echoing the corporate
language of the earlier national policy documents (Dooley, 2013). The introduction into
the Irish inspection system of four point rating
scale for schools developed by the Standing International Conference of Inspectorates (SICI)
as a way of classifying school during school
inspections and the setting up of the high level School Improvement Working Group to follow up on failing schools identified on the four
point scale during inspections was further evidence of raising the stakes of accountability.
However, it was the very public fall from grace
in the PISA 2009 results that provided the most
significant platform to date for an accelerated
approach to forms/models of accountability
that previously would have been unthinkable.
This PISA fall from grace provided strong evidence that the system was flawed. What followed was the enforcement of a back to basics
type literacy and numeracy strategy (Department of Education 2011) the introduction of
mandatory standardised testing, the reporting
of the outcome of standardised testing to parents and school management, the introduction
of curricular reforms at junior cycle to better
correspond to the type of competences tests
in PISA and other international comparative
testing regimes. We are in danger of becoming transparent but empty, unrecognisable to
ourselves – ‘I am other to myself precisely at
the place where I expect to be myself’ (Butler,
18
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2004, p. 15 in Ball, 2013, p. 91). In terms of
becoming visible to ourselves the recent (2013)
introduction of School Self Evaluation (Department of Education 2012), the parameters of
which are centrally controlled by the ministry,
is a type of process where schools can make a
spectacle of themselves using the same technologies of surveillance that were previous used by
eternal evaluators. We are now approaching at
a point where the commodification of knowledge and learning, together with demands for
efficiency, productivity and greater competition
evident in the policy agenda for many years
(Deborah et al., 2008; Lynch, 2006; Lynch et
al, 2012; Sugrue, 2006) is now impacting practice and is becoming more evident in schools
and classrooms thereby making it more difficult to maintain a focus on the border, more
holistic aspects of schooling (Dooley, 2013).
What is clear from the manifestation of
neo-liberal models of accountability in Ireland
is that the education sector, largely through the
action of very powerful teacher unions, resisted almost all of the more reductive, ‘show and
tell’ type of measures experienced by many education systems internationally. The opportunity presented by the ‘never waste a good crisis’
context was certainly availed of in the field of
education. With the unions forced to focus on
the core work of terms and conditions, that were
under significant threat, other aspects of reform
found an unguarded access route and took hold
or were supported by very explicit expectations
in terms of productivity, tied into revised work
practice agreements developed as part austerity measures. The full impact of these recent
reforms has yet to be realised, however the author’s professional work with graduate students
in education is already revealing a creeping instrumentalism and a level of disempowerment
in teachers’ discourse that previously would not
have been part of seminar discussions. More
extensive research to establish the degree of
these changes is now underway. It is also too
early to say how this new order will impact
equity. As is already stated, the international
evidence does not bode well and this is particularly problematic because of the very une-
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qual patterns of education that already prevail
in the Irish system. The section to follow will
examine the different ways in which the Irish
education is held accountable for what goes
on in schools. The five headings outlined by
Moos 2013 are used to structure this discussion.
Managerial and bureaucratic accountability
Market-oriented accountability
Public accountability
Professional accountability
Cultural-ethical accountability
This typology, to some degree, corresponds to
an existing framework used to examine the key
social contexts and systems – economic, political, cultural and affective (Baker et al, 2009; Riddlle et al. 2011) within which patterns of equality and inequality are shaped and reproduced.
Managerial and bureaucratic accountability
At a broad level the Irish education system
has a clear hierarchy of governance; ministry,
patron, board of management (governors), principal and teachers. This, however, should not
obviate the highly complex nuances that exist
in the system. It is beyond the scope of this
article to deal with the full complexity of this
context, Instead the discussion will confine itself to the broad patterns of practice in this area.
The system is highly centralized – the Ministry of Education i.e. the Department of Education and Skills (DES) is responsible for providing for the education of the children in the
state. As a department it is accountable to the
Ministry of Finance for the budget that is allocated to it. In times of austerity, high spending departments like education are the subject
of continuous scrutiny in terms of identifying
potential cuts and consequently ensuring value
for money. The Comptroller and Auditor General keeps a watchful eye on all government
departments and the DES is the subject of a
number of value for money audits and reports.
The inspectorate in the DES is the main body
responsible for ensuring quality assurance in
19
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schools and in many ways functions as the visible manifestation of the Ministry’s accountability requirement. While this may seem clear,
it is complicated by the how the church and state
relate to each other in relation to the governance of schools. The majority of schools at primary level (90%) and a significant percentage
of second level schools are under the control
of the Church (mainly the Catholic Church).
The Constitution of Ireland comprises many
Catho- lic principles and under this model of
Catho- lic social theory, parents were given the
right and responsibility to educate their children.
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Because the patron devolves responsibility for
most of the day-to-day activity in the school to
the board of management and because board
members are voluntary what happens in practice is that the running of the school is left in
the hands of the principal. Consequently, the
principal is a key player in how policy and
forms of accountability are mediated within the
school. It is necessary, therefore, to focus to a
limited extent on the nature of school leadership in Ireland where another site of resistance
to neo-liberal reform is clearly identifiable As
already established, at a systems level, within
the public service, neo-liberal-derived policies
have taken a firm hold. This is clearly evident in
the language used by ministry on the website,
in communications, circulars, templates etc.
Many of the rudiments of new public management do not sit well with school leadership in
the Irish context. This issue of identity through
performance criteria (Lumby, 2013) has not impacted this sector. The number of small schools
at primary and also to a lesser extent at second
level find little scope for the type of leadership
practice advocated by organization such as the
OECD (Deborah et al 2008; Mac Ruairc 2010).
To a large extent Irish schools are dominated
by personcentred models of school leadership
(Fielding 1999; 2012) based on mutual trust and
organic, authentic models of locally based accountability related very specifically to the core
task of education often in its broadest sense.
It is not without its problems, schools evaluation
identify underperformance of teachers, poor
levels of attainment in certain schools and poor
quality leadership in some schools. All of these
issues are well understood but solutions have
not been forthcoming to any satisfactory level
and any effort to deal with these issues becomes
fraught with difficulty. In this regard, the power
of the teacher unions in mediating the pace and
content of reform related to these issues cannot
be underestimated. The combined power of the
teacher unions at both primary and second level is formidable processing significant political
influence at negotiations etc. and are viewed
as ‘strongly resistant to new managerial norms
and values and [were] powerful enough to resist

The State acknowledges that the primary and
natural educator of the child is the Family and
guarantees to respect the inalienable right and
duty of parents to provide, according to their
means, for the religious and moral, intellectual,
physical and social education of their children
(Government of Ireland, 1937, Article 42.1)
The role of the State is thus framed as being subordinate to that of the parents and confined ‘to provide for free primary education’
and ‘to intervene where parents neglect their
rights and obligations’. The marginalisation of
the State’s role in this way resulted in a practice
where the State provided financial support for
the schools while the Church, acting on behalf
of the people, attended to all the other aspects
of the running of the State schools (Walsh,
2009). The system was set up in this way and
to a significant degree this structure prevails.
The DES pays for the teachers’ salaries, most
of the buildings and the upkeep of the schools
while the patron (usually the local bishop) is in
charge of the day-to-day running of the school.
The Board of Management (Governors) manages the school on behalf of the patron and
is accountable to the patron and the Minister.
The Board must uphold the characteristic spirit
(ethos) of the school and is accountable to the
patron for so doing. The principal is responsible
for the day-to-day management of the school,
including providing guidance and direction to
the teachers and other staff of the school and is
accountable to the Board for that management.
20
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many of the key demands in ways that were not
true in other countries’ (Lynch et al, 2012, p. 16).
The role that religious ethos plays in ensuring that the broader Christian values relating to
equity are always part of the discourse. There
are some contradictions here between the values
espoused by the churches and actual practice on
the ground. The public fee paying school system
in Ireland, widely regarded as a significant contributor to asymmetrical patterns of educational mediated privileges between different social
class groups, are all under the governance and
private ownership of the churches (both Catholic and Church of Ireland). Notwithstanding this
historical legacy that requires a separate consideration, it can be argued that while the influence
of the church remains, the basic ideals of equality and equity will continue to be included in
discourse and policy if not realised in practice.

reports as part of their own promotional literature and some local papers publish the strengths
and recommendations identified in the reports.
There is a much more covert system of market-orientated accountability in operation in
Ireland. Social networks transmit information
about the quality of schools and the quality of
individual teachers and principals ensuring that
this information gets into the public domain
very effectively. While active among all social groups, the manner in which it is used in a
concerted way to benefit certain social groups
is more evident among middle class parents.
Clearly identifiable patterns of concerted cultivation (Lareau, 2003) of certain types of educational experiences for children are well established.

Market-oriented accountability

There are a number of forms that this dimension of accountability in the Irish system.
Specific organisations and formal structures
have been put in place over the years to hold
schools and the broader education system to account. Broadly these will be divided into three
groups for the purpose of this paper and I will
briefly refer to the role played by each in terms
of accountability and in so far as is possible to
how equity is dealt with in each.

Market-oriented accountability

The forms of market-oriented accountability in Ireland are very limited. There has been a
persistent refusal on the part of the Ministry to
produce league tables of schools or to publish
publically the results of standardised testing.
What has happened in its absence is the publication of an annual media-generated league
table of the outcomes of second level schools
based on the number of entrants to higher education institutions. This information is accessible through a freedom of information request.
There is a widespread recognition that these
tables are not accurate and are not accounting
for the full picture but increasingly there are
providing more nuanced information. Initially they published the ranking of schools generally but now they provide information on a
district-by-district basis so that parents can
compare local schools. The other main from of
visible reporting on schools has been the publication of all school reports on the DES website.
Initially this created a huge level of interest.
Ten times more than normal traffic crashed the
site repeatedly (Sugrue, 2006) on the first day
of publication. This has abated somewhat but
sometimes schools use excerpts from inspection

The Department of Education and Skills:
- Inspectorate
- The State Examination Commission
Other public bodies (National):
- Government Departments (e.g. Health,
office of the mister for children)
- The Economic and Social Research
Institute (ESRI)
- The Education Research Centre (ERC)
- The National Council for Curriculum
and Assessment (NCCA)
- The National Council for Special Education (NCSE)
- The Equality Authority
International organisations:
- OECD/ IEA
- The Inspectorate and the State Exa Com21
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mission
Schools are responsible to the state for the
quality of the education system. This is not to
say that the churches are not interested in quality; it is rather to acknowledge that the evaluation and monitoring of the quality of education
falls almost entirely to the state and specifically
to the inspectorate in the DES. One of the high
level goals of the inspectorate ‘to improve the
standard and quality of education and promote
best practice in classrooms, schools, colleges
and other centres for education’ (Department of
Education and Skills Strategy Statement 2009).
In support of this, the inspectorate engage in
a number of different forms of evaluation all
of which are detailed on the ministry website
(www.education.ie/inspectorate).
Inspectors
typically engage in whole school evaluation,
evaluation of probationary teachers at primary level, curricular/programme evaluation as
well as launching a new initiative relating to
School Self Evaluation as a vehicle, at least in
the short term of ensuring the implementation
of the Literacy and Numeracy strategy (DES,
2011). The latter developments are as close as
the Irish system has come to a neo-liberal type
of accountability model. The model bears all
of the imprint of the new order of high-stakes
accountability encompassing increased, mandatory testing, setting of SMART targets, making visible the outcomes of school review and
testing. The impact that these developments
will have on the system remains to be seen.
The increasing public visibility of the outcomes
of schooling, without full consideration of the
context is becoming a factor for Irish schools.
This may become increasingly problematic
for a system where there are already well established patterns of ‘chosen and unchosen’
schools (Mathews, 2012), as well as very homogenous socio-economic patterns in terms
of housing resulting in a system of schooling,
particularly in urban areas, where schools
are strongly stratified along social class lines.
All second level schools are held accountable for the work they do through a system of
state examinations after three years in secondary school and at the end of secondary school
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usually after completing six years. The Junior
Certificate and Leaving Certificate are well
established in Irish education since its inception. Originally managed by the inspectorate it
is now under the control of the State Examinations Commission set up in 2003 (www.sec.
ie). Transfer to almost all forms of higher education depends on the outcome of the Leaving Certificate. A system of points allocation
for each grade received by students operates
with the maximum number of points set at 600
i.e. A1 in 6 subjects. With the large increase in
participation in higher education by all social
groups but by higher social groups in particular
this point’s race has become very controversial.
Research strongly points to a wash back effect
from the examinations process on teaching and
learning in schools (Smyth et al, 2011). It is
claimed that the current system of assessment
leads to rote learning, highly strategic planning
in relation to subject choices, topics covered by
teachers and significant levels of instrumentalism among students (ibid). It does little to contribute to equitable outcomes for working class
students in particular. Those who can afford to
pay can access fully private, additional tuition
for children putting them in prime position to
maximise their points. Despite its well-documented faults a recent review found that by and
large it was fair (Hyland, 2011), at least when
viewed from the flawed perspective of meritocracy. The claim to fairness may have some
validity. Attempts to change it have been found
to be equally detrimental to lower social groups
– the introduction of the Health Professions
Admission Test-Ireland (HPAT) as an additional assessment for students who would like to
pursue medicine as a career has revealed that
expensive crash courses (sometimes more than
one) are accessed by students who can afford it.
Once again, this type of practice has a negative
impact on those who do not have access to these
levels of resources. At the moment, consideration is been given to a number of alternatives and
amendments in order to decrease the negative
impact the exam is having on patterns of student engagement and more equitable outcomes
for those underrepresented in higher education.
22
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Assessment (NCCA) develops and revises curricula at primary and post primary and while
schools are not directly accountable to this
organisation the research carried out by the
NCCA on curriculum implementation indirectly provides a mechanism that hold school
responsible for how they teach and assess the
curriculum (www.ncca.ie). The National Council for Special Education (NCSE) was set up
to improve the quality of education services to
persons with special educational needs arising
from disabilities with particular emphasis on
children. The Council was first established as
an independent statutory body by order of the
Minister for Education and Science in December 2003 (www.ncse.ie). This is one area in relation to equity that has seen a lot of change
in the past twenty years. A significant number
of legislative developments including Student
Support Act 2011; Education for Persons with
Special Educational Needs Act 2004; Residential Institutions Redress Act 2002; Education
(Welfare) Act 2000; Education Act 1998 have
changed the nature of schools’ responsibly to
students who have special educational needs.
Finally the Equality Authority (recently subsumed into the Human Rights Commission)
holds all organisations in the state to account
for any discrimination in employment, vocational training, advertising, collective agreements, the provision of goods and services and
other opportunities to which the public generally have access on nine distinct grounds under the Employment Equality Act, 1998 and
the Equal Status Act, 2000) The grounds are
gender; civil status; family status; age; disability; race; sexual orientation; religious belief;
and membership of the Traveller Community.
Discrimination is described in the Act as the
treatment of a person in a less favourable way
than another person is, has been or would be
treated on any of the above grounds (www.
equality.ie). A number of successful cases have
been taken by students and parents in relation to
some aspect of schooling, usually in relation to a
refusal on the part of the school to enrol a student.
The Authority also engage in proactive research
and policy development all relation to equality

Schools are held accountable by a number
of other Government Departments and national bodies. Among other developments, the
recent scandals in relation to child abuse in
the Church and state institutions dealing with
children have fundamentally changed the context within which children are now educated.
Child protection is at the core of school policy and the boards of management, principals, teachers and all other school staff now
work within the child protection guidelines.
All staff who have any involvement with
schools and students have to have garda clearance as child abuse cases have been successful taken again swimming coaches, football
coaches and other who had free access to children, sometimes through the schools, in the
past. This is an aspect of accountability that
is taken very seriously by schools and one
where it is unlikely to find schools below par.
The Economic and Social Research Institute (ESRI) (www.esri.ie) and the Education
Research Centre (ERC) (www.erc.ie) and the
Higher Education Research Community conduct research on schools regularly. Both the
ESRI and the ERC have a formal role in carrying out research and in this regard they are
often commissioned by the state to conduct specially commissioned research. The ERC administers PISA, PIRLS and TIMMS as well as national assessments of reading and mathematics.
While the ESRI sometimes do more broadly focused studies on early school leaving, students’
engagement with education and the impact of
disadvantage on attainment and educational
outcomes. The work of the ERC calls schools
to account in a broad sense for overall attainment particularly in reading and mathematics.
They point out the anomalies that exist between
different social class groups but often this analysis
is positioned within a quantitative functionalist
perspective. The ESRI and some research from
higher educational institutions often produce
highly critical reports from an equity perspective with clear implications for policy changes.
The National Council for Curriculum and
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and human rights on issues such as homophobic bullying, stereotyping, gender discrimination, social justice issues etc. They also engage
in research in relation to the level of compliance among schools with the both the spirit and
the letter of the law (Equality Authority, 2010).
In summary, it is clear that a focus on equity
remains very active in the education discourse
in Ireland. Many of the structures in place in
relation to accountability have a very strong
mandate to hold schools accountable for issues
relating to equity. This is a positive situation
but it is vital to recognise that despite this degree of focus on this core issue the outcomes
of schooling are extremely unequal and there
are very clearly established patterns of reproduction of these unequal outcomes. In better
economic times, increased funding for schools
was having a positive impact on many disadvantaged students’ experience of schooling.
The improvements in resources during the rise
through to the decline of the Celtic Tiger era
was very laudable. However, this was mirrored
by regressive distribution patterns more broadly in society where the relative gap between
rich and poor widened considerably during
the same period with the result that the income
gap was the worst in Europe and second only
to the differential between rich and poor in the
US (Allen, 2007). The recent economic decline has had some negative consequences for
schools in disadvantaged areas but efforts are
been made to protect additional funding in so
far as is possible. The worsening employment
situation and general economic conditions do
little to help the engagement of students with
the idea school as an employment pathway
when jobs are so hard to come by and where
very visible patterns of unemployment delimit their social worlds. The biggest concern
however relates to how schools emerge from
these tough economic times and how the legacy of recent neo-liberal type reforms outlined
above impact the overall system into the future.

The impact of international organisations on
the Irish system has been interesting in the historical context. The early activity of the Irish
State (1920’s) was framed by an ideological allegiance to a rural way of life and delimited, and
arguably sustained to a large degree, by Catholic dogma and values. Economic policy was
characterised by a stringent policy of economic
protectionism and the avoidance of any foreign
influence (Breen et al., 1990; Garvin, 2000).
The Churchs’ control of schools would have
contributed to this overall ‘conservative consensus’ (Walsh, 2009) in the overall approach
to government. This practice continued until
1958, a year considered to herald the birth of
the modern Irish economy (Breen et al., 1990;
Walsh, 2009). At this time, there was a clear realisation that the economic protectionist model, that had been in existence since the foundation of the State, was not working and that
it would be necessary for Ireland to modernise
its economic structures and practices (Garvin,
2000). There was a growing realisation that a
quality education system focused on the needs
of a modern economy and directed towards
providing a skilled and up-to-date workforce
was central to the achievement of this outcome.
It became necessary for the State to take a much
greater interest in the education system (Walsh,
2009; O’Sullivan, 2005; Garvin, 2000). Pressure to increase State activity is attributable
to many sources, most importantly the OECD
Investment in Education Report published in
1966. This report provided the international imperative to the State to take action. A number
of developments signalled a much higher level
of State involvement as a central player in the
field of education followed the publication of
this report. The introduction of free second-level education, a series of amalgamations of small
schools and the State-led review of the curriculum were all developments that stemmed from
this report. Since that time Ireland has participated in a number of OECD led reports and
reviews and it also has been the subject of a
number of country reports of different aspects
24
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of the system. We are like many other countries
held to account for aspects of our education
system by the OECD. It is now the international testing systems that have the most impact on
out system. PIRLS (Progress in International
Reading Literacy Study) and TIMSS (Trends in
International Mathematics and Science Study)
are projects of the International Association
for the Evaluation of Educational Achievement
(IEA). TIMSS was first conducted in 1995
while PIRLS first took place in 2001. In 2011
Ireland took part in PIRLS for the first time and
in TIMMS for the first time since 1995. In both
of these test Ireland scored significantly higher
that international averages. (Eivers and Clerkin, 2012). However it was the ‘international
spectacle’ that is PISA (Simola, 2005) that has
resulted in a significant neo-liberal type backlash. Ireland had been doing very well in PISA
until 2009 when the ranking dropped to 17th in
literacy from a rank of 5th when literacy was
first tested in 2009. The impact of this has been
considerable and has been discussed previously
in this paper.
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poorer areas, without this commitment from
teachers. Notwithstanding this, the requirement
on teachers to up skill and to engage in continuous professional development has never been
a feature of the Irish system. Most teachers engaged in some form of further training but the
compulsory element has not been there. By and
large CPD choices were motivated by individual interest and/or a sense of professional identity (Sugrue 2006; 2012). CPD activities ranged
from day-long workshops to short courses to
masters and sometimes doctoral level qualifications. The lack of a compulsory element no
doubt meant that some teachers did not engage
in any professional development (a very small
minority I would argue). The establishment of
the Teaching Council in 2006, as the regulator
of the teaching profession, to promote professional standards in teaching is addressing this
issue. Previously the teacher unions straddled
the trade union professional organization roles.
Now it is the Council that acts in the interests of
the public good while upholding and enhancing
the reputation and status of the teaching profession through fair and transparent regulation.
While not always viewed positively within the
teaching profession, the council is beginning to
make inroads into articulating a career development pathway for teachers from initial teacher
education, through induction, to the requirement for evidenced CPD. A brief quotation for
its website indicates the neo-liberal type language and the overall shift in focus that will
shape the professional in the future.

Professional accountability
It could be argued that this aspect of accountability was always strong among Irish teachers.
The idea of a teacher as a professional is a key
element in teacher identity (Devine et al, 2013,
Sugrue 2009; Sugrue et al 2011). Teachers have
always appreciated the level of autonomy they
had with respect to content choice, methodology and assessment. In the past there was an
element of Lortie’s egg carton about teachers’
practice. However, more recently, a range of
collaborative enhancing initiatives have been
introduced into schools. This has contributed
to a much more vibrant collaborative culture
around issues related to teaching and learning.
Teachers by and large also view the extracurricular and co-curricular work they do as a core
element of their professional role and identity.
Many teachers give of their free time to work
with students in the areas of sport, music, drama and a whole range of other activities many
of which would not be possible, particularly in

As outlined in its Strategic Plan (2012-2014) –
A New Era of Professionalism:
We admit teachers to the profession
through registration.
We set standards for teacher education at
all stages of the teaching career.
We establish standards of professional
competence and conduct.
We investigate complaints made against
registered teachers.
We are committed to providing high standards
of service in accordance with the Quality Customer Service initiatives approved by Govern25
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dents with additional needs is not always as
inclusive as it should be (www.education.ie/
inspectorate). It is here that robust professional
development of teachers and school leaders is
vital in order to ensure that negative practices
are challenged through on-going critique and
self-reflection in order to ensure that developments and changes are taking schools in the
direction of more equitable experiences and
outcomes for all students.

ment. The Customer Service Charter and the
Feedback and Complaints procedures follow
the principles of good customer service and
complaints procedures as set out by the Office
of the Ombudsman’s Guide to Good Public Administration (www.teaching council.ie).
Cultural-ethical accountability
The issue of cultural and ethical responsibility is closely linked to the previous idea of professional accountability. This value base would
be well embedded in the Irish education system. Teaching remains a high status occupation
and competition for entry into colleges of education and university graduate programmes is
very high. A number of austerity-derived measures, recently introduced, may well alter this
situation. The removal of all promoted posts
in schools with the exception of the principal
compounded by the cessation of allowances for
masters and other graduate qualifications, significant pay cuts, cuts to allowances, and insecurity in relation to employment have eroded a
number of improvements that had built up over
previous years. The impact is not fully evident
yet but a decrease in the number of applicants
for teaching in this year’s (2015) cohort of potential students may well be a sign of things to
come. There is also the view that teachers act
ethically, in the interest of their students and
with a sense of responsibility to the broader
society to which they feel accountable. By and
large this is the case. While support for this perspective is evident (Sugrue 2006; Devine et al
2012) anecdotally there is also some evidence
of a darker side within the profession. Practices
exist and are reproduced that have build up over
the years that do not serve all students equally.
Either derived from pragmatic decision-making or a particular value base there is evidence
that not all is as it should be. The number of
cases relating to discrimination, particularly in
relation to enrolment, suspension or expulsion,
taken against schools to the Equality Authority
is indicative of some negative practices. School
Evaluation reports indicate that the manner in
which resources are deployed to support stu-

Conclusion
The impact of neo-liberal forms of accountability on education systems has been considerable in many countries with the result that
it is difficult to find scholarship that does not
in some way make explicit reference to these
types of reform imperatives. In the case of Ireland, up until recently, the influence of neo-liberalism on education has been limited and indirect coming mainly from a growing demand for
parental choice in relation to children’s schools
and the excessive influence of the terminal
examinations system on public perception in
relation to good schools and schools viewed
less favourably. It is too early to be sure how
the very recent and more explicit neo-liberal
turn in Irish education policy will change the
context for schools and students in the future.
It is only possible to speculate that achieving
equity though neo-liberal reform policies has
not been the experience of systems committed
for a much greater period of time to this policy pathway. It is legitimate therefore to examine how Irish policy initiatives have addressed
the area of equity and equality in the past by
exploring how other forms of accountability have shaped the system in equitable ways.
This exploration revealed that a number of accountability mechanisms that have an equality
or equity focus are in place in Irish education.
Many of the mechanisms are very valuable and
provide a strong scaffold that should produce
more equitable outcomes but despite these initiatives the Irish system is a long way from
being equitable. A number of issues are worth
bearing in mind in relation to this situation.
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Firstly, it is worth remembering that while
neo-liberal reforms may do little to improve the
system it cannot be viewed as the sole cause of
the problem. Secondly, and more importantly,
accountability measures are just that no more
no less. They are not set up as an improvement
device or a way of achieving a specific outcome. In calling schools to account they may
have a washback effect on what is prioritised in
individual organisations but they by no means
colonise the full canvas of practice. It is true
that neo-liberal measures have added impetus
to this colonisation process by hollowing out
of many concepts associated with good forms
of accountability as well as producing a whole
new arsenal of measures and mind-sets that are
highly reductive. However, there is space for
an alternative discourse and there is evidence
that when schools, their leaders and teachers focus on the broader context of learning,
a strong counter discourse emerges (Sugrue,
2009). An explicit focus on the pedagogical
core of schooling (OECD, 2013) delimited by
a much stronger sense of professionalism and
professional identity (Sugrue, 2009) of leaders
and teachers, arguably for the first time ever in
education could be the space where real and
meaningful improvement in terms of student
experience and outcomes will be achieved.
In this way pedagogy and students become the
primary imperative for what happens in schools
and from this perspective a range of challenges
can be faced down in a much more educationally sound way. Here we can deal with underperformance of teachers as an example of an issue that emerges frequently in current calls for
more robust accountability measures. Instead of
schools and systems trying to conceal or obviate the problem of underperformance, the focus
moves towards how this impacts student learning and this imperative alone is the driver of a
solution. Equity and equality too become more
achievable in this type of system. What is at the
core of this is a strong value base that drives
schools towards scaffolding the potential of all
students so that all achieve to the best of their
ability while ensuring that the process is as enriched and enabling as possible. Some schools
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are doing this very well, all schools need to.
The current practice for many of chasing the
concerns of the multitude of stakeholders who
call school to account has produced little other
than a frazzled and unfocused profession that
is increasingly responding in a more and more
instrumental way by ticking whatever box is
presented. Many scholars of the intensification
of the work of school leaders and teachers but
a more important question is what drives this
process? More often than not it is the frenzied
chase to be seen to be doing what it is whoever
is asking views as important and not intensification derived from what schools should be doing
i.e. ensuring that the pedagogical core is solid.
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The discourse presented in this article is focused
on the subjects of leadership and management,
as well as relationships between these two. This
discourse requires the inclusion of multi-contextual changes of the neoliberal world which
make leaders face new requirements. The most
important requirements are: the increasing role
of leadership, management for leadership. The
accumulated values that create management
and leadership competences and the values that
are useful in their formation and development
make up leadership career capital and management career capital – and even management for
leadership career capital. The arguments put
forward in this article show that there is a need
to generate new attitudes that will go beyond the
boundaries determined by partial paradigms so
that they are relevant to the dynamics of changes in the contemporary world and to the challenges that effective leadership, or even management for leadership, have to face these days

Introduction - contemporary
context
The quality of changes in the contemporary
world, in the words of I. Wallerstein – ”the
world that we know” (wherein, what is worth
emphasizing, according to the author’s vision,
the quality of a social change, in fact, can even
mean “the end of the world that we know”)
(Wallerstein, 2004, p. 55) contributes to changes in thinking about management. This leads
us to the following statement – “for the first
time in the history of mankind, there is a real
chance for personal satisfaction and freedom
of initiatives of direct producers of ideas and
things to become the condition of proper functioning of their workshops, not only the content
of utopian, pro-human slogans” (Obuchowski,
2000). Indeed, as A. Giddens emphasizes, the
choice is the fundamental component of everyday activities of an individual. The intellectu-

Understood as maintenance and supervision of the institution leading to implementation of government policy, or the
management of different programs.
1

31

Contemporary Educational Leadership
al emancipation and the ability to behave reflectively in the world of a permanent change
and in the diversity of social environments (in
which an individual is engaged in a direct or
indirect way) enable the expression of personal agency by creating individual lifestyles and
“choosing” one’s identity (Whittington, 1992).
Multi-contextual social changes, expressed
in the permanent creation of the contemporary
society, the specificity of qualitatively new
transformations in relations between globality
and locality, the society and an agent, an organization and an individual, as well as the relationships between them, are not without significance
for the quality of considerations in the subject
of management and leadership (Cybal-Michalska, 2013). The value of the debate on management and leadership career is evidenced by the
fact that it is not free from a lively, critical overview of multiple theoretical perspectives. This
article argues that there is a need to generate
new attitudes that will go beyond the boundaries determined by partial paradigms, so that
they are relevant for the dynamics of changes
in the contemporary world and for the challenges that effective leadership, or even management for leadership, have to face these days.
The creation of management strategy and
style in the world orientated to a global change
becomes not only a problem of civilization,
influencing the shape of organizational development, but it also becomes a problem of
an individual dimension. Management is the
most important part of every organization and
the knowledge about the management theory
is the key element necessary to be successful, either in management or in leadership.
This knowledge also refers to universities,
which are, after all, organizations, and no organization can achieve its goals without effective management. Thus, management is
considered to be the centre of every organization (Mahmood, Muhammad, Bashir, 2012).
The basis of the points presented in this article is the assumption of an inseparable link
between management and leadership. This assumption emphasizes that “leadership and management create patterns of complementary be-
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haviours, actions, knowledge and skills. They
must be seen on a continuum that reflects the
implementation of managerial functions, where
both categories, though related to one another, are different” (Michalak,2014, p.3). The
foregoing findings show that although management is associated with the ability to deal
with complexity and leadership – with changes,
it is true, as Kotter noticed, that “the moment,
companies understand the basic difference between management and leadership, they can
begin the process of training their best employees that will enable them to perform both roles
at the same time.” (Kotter, 2005, p.119-120).
A lot of scholars still wonder if an individual
is born to be a leader or if it is something that an
individual can be taught. Is the inborn charisma the essence of leadership or are the features
that an individual can learn? (Bohoris, Vorria,
2007). As one can see in the argument presented in this article, answers may vary. Special
glorification of leadership is an aspect that is
worth considering due to the point mentioned
in the final reflection. In the 1980s, scientists
studying the problem of management and leadership stood for treating leadership as an antidote to any organization failure. According
to Kożusznik, “Let’s get rid of management”
movement was accompanied by the following
motto: “people do not want to be managed but
they want to be led” ( Michalak, 2014, p. 1518). This movement is surprisingly radical but
it is also thought-provoking if it is legitimate
to focus the management process on leadership.
Mintzberg, who is critical of putting leadership on a pedestal and discrediting management, states that by treating leadership as “a
function different from management, we give
an individual character to something that has a
social character. No matter how much we emphasize that a leader’s role is to empower or
validate a group of workers, we always think
mainly about an individual leader – every time
we expose the issue of leadership, we belittle
the importance of group members and we treat
them only as a leader’s subordinates. Thus, we
weaken the sense of community and belonging
to a given group, which are important and nec32
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essary features in every organization for its employees to work as a team. Instead of focusing
on a leadership, we should address communities of human beings that naturally cooperate to
realize their aims, while leaders and managers
should be treated as a part and parcel of these
communities” (Mintzberg, 2013, p26-27). In
cooperation with managers at different levels,
senior and more experienced managers establish goals of a given organization and everyone
who works there tries their best to achieve these
goals. Management means creating a proper
context that will enable effective work and that
will help an organization to find its place among
possibilities and threats coming from the outside. Managers on all levels shape values and
the culture of organization with their decisions
and by setting an example for others. However,
it is the most experienced managers who have
the most visible and the most direct influence
on others. Achievements and success of an organization best prove the efforts and the effective management of managers ( Darr, 2011).
To be successful, contemporary organizations
(it also refers to universities) need both effective
leaders and effective managers. On one hand,
it means being oriented to tasks, on the other
hand, to innovation and vision ( Ricketts, 2009).
The concepts of leadership and management have a lot of similarities. They both refer to having influence on others, working with
other people and achieving goals ( Ricketts,
2009). Shaping these dimensions requires an
intentional and targeted process of their development on the path of education. Changing
concepts about the nature of management and
leadership, as well as challenges associated
with traditional attitudes to their development,
constitute a reason for many new trends in education in the subject of management and leadership. Williams notices an increase in demand
for postgraduate studies and training courses,
which are offered by universities. Hirsch and
Carter notice a visible shift in training offers
to ones more flexible and tailored to individual and organizational requirements. Such a
change requires a reversal of many traditional
educational priorities: from theory to practice,
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from a part to a system, from stages and roles
to processes, from knowledge to learning, from
individual knowledge to partnership and from
analysis to reflexive understanding. One should
seek the basis for these changes in paradigmatic breakthrough that determines a new quality
of thinking about the nature of management
and leadership and in the change of philosophical perspectives about a role of management
and leadership. Meta-reflection is expressed in
practice and it refers to such issues as: effective management or bigger competitiveness of
an organization. Mole makes a clear distinction
between the concepts of training, education
and development in the subject of management. According to Mole, training is focused
on the current job of an employee; education
is focused on a future job, while development
is concentrated on an organization. The contemporary trend is focused on education, but,
first and foremost, on the development. Development programmes prepare individuals for
changes and going in a new direction, which
may be caused by the changes and development
in the organization. Bush and Glover made a
similar distinction, reviewing theories about the
leadership development. They identified three
contrasting models of the leadership development. Each of the identified approaches allows
us to identify the relative values and strengths
of each of them. Each of these approaches represents an important philosophical view on the
nature of management and leadership in organizations. The distinguished models are the
following: the “scientific” model (the technical
one), which means training to achieve clearly
defined aims; the “humanistic” model, which is
focused on people and on strategically planned,
transformational interactions; the third type is
the “pragmatic” (rational) model, which is focused on projects, concentrating on individuals
and groups’ urgent needs. To better understand
education in the subject of management, Holman quotes four recurring motives in the debates on the goal, nature and values of higher
education and complements the list with the
fifth element. Next to the epistemological motive (reflecting assumptions about the nature
33
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of the sought knowledge), pedagogical motive
(referring to the nature of the learning process,
intended results and the methods of teaching),
an organizational motive (referring to the management and the organization of education), as
well as a social motive (reflecting the role of
education in a society), Holman mentions management, referring thereby to the concepts of
the nature of management practice. Referring to
the diversity of the above motives, it is not surprising that there are qualitatively different at-
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titudes to the subject of management and leadership development. Developing his attitude,
Holman identified four contemporary models
of the management education (see Table 1). He
comes up with the conclusion that academic liberalism (important because of its over-reliance
on theory) and practical vocational trainings
(important because of their over-reliance on action) are desirable if we are to educate practicing managers. Moreover, Holman proposes that
empirical liberalism and empirical/critical atti-

Table 1. Contemporary models of the management education

Academic
liberalism

It assumes that management education should be, first and foremost, about following the objective knowledge about management. Thereby, this attitude tries to
spread general rules and theories that can be used in a relative and rational way.
From this perspective, the aim of the management development should be to create “a scientist of management”, who is able to analyze and use theoretical rules.
Lectures, seminars, case studies and experiments are the main methods of teaching.

Empirical
liberalism

Its assumptions are similar to those of the academic liberalism but more attention
is paid to practical approach which results from experience in the sphere of management, rather than from epistemological practice. The main aim of this attitude
is to create “a thinking practitioner,” who has the right practical skills and knowledge and an ability to adapt to and to learn from a given situation. Work group,
learning through action and self-development are the main methods of teaching.

Empirical
vocational
trainings

This attitude results from economic and organizational fears that managers should be equipped with the right skills and knowledge that is necessary in
a given organization. That is the role of the management education. Thus, the
aim of this attitude is to create “a competent manage,” who has the necessary interpersonal and technical competences that are required in a given organization.

As Holman emphasizes, the aim of this attitude is to free managers and other organization workers from oppression and alienation. In this sense, this attitude has a lot in common with empirical liberalism. Though, it requires a more
Empirical / critical level of reflection, which enables individuals to become more refleccritical
tive in the aspect of the knowledge they have and the quality of their actions,
attitude
so that they could formulate practical and emancipation forms of action. Thus,
the main idea of this attitude is to create “a critical practitioner,” who is able
to face and develop new ways of action. The main methods of teaching are the
methods that are based on critical learning through action and critical reflection.
Source: Bolden R., Trends and Perspectives in Management and Leadership Development in: Business Leadership Review IV/ 2007, pp.2-5
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tudes should shape managers, who will be able
to deal with prospective changes, as well as the
needs of an organization and the society. Empirical pedagogy promotes learning and development in a natural environment in a workplace
and it indicates an ability to deal with complex nature of real management practices.
In the context of the debate about the aim
of education in the subject of management and
leadership, we can see an evident trend which
promotes flexible and empirical initiatives,
while traditional, formal programmes lose popularity. Weindling noticed that surprisingly few
programmes are based on clear management
theories and leadership practices. While Hirsch
and Carter observe three important tensions
that people who teach management have to
face. First, together with modularization of formal programmes, we deal with more and more
pressure to adapt training programs and make
them useful for leaders and managers on every
level of an organization. Second, the increase in
the individualized education, such as coaching
or 360 degree feedback, constitutes a serious
challenge because of temporal reasons – more
time is needed to adapt and support a specific
provision. Third, together with the disappearance of traditional career structures and lifelong
employment, managers get little support to plan
their careers in a long-term way. Thus, it is easy
to notice that there are plenty of factors that influence current scope and a dimension of management and leadership. Some of them are directly
linked with the quality and the development of
the management education. While, others have
a conceptual character and refer to assumptions,
education goals, the nature of management and
leadership, as well as to the relative character
of the relationship between an individual and
a group. Each of these issues has a high level
of complexity, but without the awareness of the
basic problems underlying those assumptions,
it will be difficult to choose an effective attitude to the leadership development, including
management for leadership (Bolden, 2007).
The amount of developmental and educational initiatives evokes reflection about the
organizational dimension of education. Gos-
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ling and Mintzberg proposed seven main assumptions which should constitute a basis for
real management. Referring to the subject of
the management education, the researchers pay
attention to the following facts: a) the management education should be limited to practicing managers, chosen on the basis of their
effectiveness; b) the management education
and practice should proceed in a parallel way
and they should be integrated; c) the management education should use work and life experience; d) cautious reflection is the key issue
in the management education; e) the management development should bring an effect in the
form of an organization development; f) the
management education should be an interactive process; g) every dimension of education
should make learning easier. The implications
that result from the distinguished rules are various for both sides, for those who participate in
the management and leadership development
and for those who create the educational offer
and provide it. Special attention should be paid
to the interaction between experience, theory,
practice and reflection, between an individual
development and an organization development,
as well as between an offer provider and a participant. The management phenomenon can be
seen from a lot of perspectives. Each of them
assumes a processual character. The leadership phenomenon is perceived in a similar way
(leadership is not something that you learn or
you can learn – it is the process of learning).
The processual context allows for the existence
of possibilities to create actions to manage one’s
own career and monitor one’s career for leadership. The distinguished attitude points to a new
quality of partnership between companies and
management and business schools, which will
enrich the discourse about the management of
organization development on both sides. In this
sense, leadership development, especially the
possibility of going back and looking again at
the practice, should be a component of all the
aspects of organization functioning and thereby
the management of an organization. To make
sure that we get the most from leadership development, it is advised to critically evaluate
35
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the current leadership concept and to learn
from one’s own organization to think about developmental needs of both individuals and an
organization. It is also advisable to diagnose
how development needs change, taking into
account the temporal dynamics. It also means
recognizing different options and offers of development that come from various knowledge
providers, as well as negotiating the adaptation
of education programmes to the students’ needs
in order to maximize the benefits of learning
and to transfer the gained knowledge to one’s
workplace. The quality of the management
processes, preceding and following activities
aiming at education and development, is the
preview whether newly acquired competences
will be appreciated and used in practice. It is
also significant to observe other systems and organizational processes, especially HR strategy.
The individual perspective also requires listening to the “inner voice.” as well as identifying
and dealing with psychological barriers which
make it hard to be an effective leader. These
barriers are, for example, low self-esteem, lack
of self-confidence, fear of failure or rejection,
cognitive “narrowing” and the negative effects
of stress. To deal with these problems, individuals need such techniques as: strengthening, psychological reconstruction and the development
of social skills. It is advisable to rely on one’s
strengths and to look for a way to deal with
one’s weaknesses. The key to being a successful leader is not filling the gaps in competences, but sustaining the strengths and the feeling
of uniqueness. Gosling and Murphy talk about
the importance of continuity in the process of
changes. The sense of continuity of the Self, despite the passage of time, constitutes one of the
most important components of an individual’s
identity. There may appear transformational
changes but in most cases, a situation requires a
careful approach and the use of individual and
organizational externalized skills. The emphasis is put on the importance of the meaning, role
and the influence of culture and the organizational context to encourage, motivate and inspire people to work in a given profession, using
an appropriate communication style to present
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one’s goals and values. At the subject of leadership and an organization, one should look in a
long-term way, realizing its processual character. In this context, it is worth considering how
different educational and developmental activities are part of the course of life and career of
individuals and organizations (Bolden, 2007).
Considerations about the crystallization of a
leader’s identity prove the value of the debate
on leadership in an educational aspect. The
main categories of this firmly established theory were particular stages of a leader’s identity.
The process of a leader’s identity development
is a process of transition through several stages
of development through contact with a group,
which changes the way leaders see themselves
and other people. It also broadens the perspective of leadership in general. On the basis of
empirical research, supporters of the developmental influences illustrate the following stages of the development of a leader’s identity:
awareness, exploration (commitment), an identified leader, diversified leadership, generativity, integration (synthesis). The first stage is to
notice that leaders exist. The second stage is the
time of deliberate involvement, group experience and meeting obligations. This is the stage
where skills are developed, including the observation of the leadership models. On the third
stage, participants realize that groups consist of
leaders and followers. On this stage, one leader
emerges – the leader and this person is now responsible for the group’s results. On the fourth
stage, the role of a positional leader is noticed,
as the one that puts the community together and
shapes its culture. On the fifth stage, one can
experience leadership activism and notice the
desire to make changes. One can see interrelations, responsibility acceptance and the concern
for the development of others. The last stage is
the active involvement in leadership. Seeing
leadership as a daily process, as a dimension of
the identities of individuals who are self-confident, striving for congruence and inner integrity. Leaders understand the complexity of an
organization and they show systemic thinking.
The investment in leadership, internalized as a
personality trait, makes leaders exhibit cogni36
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is also significant for the quality of management of a university in the world dominated by
a neoliberal discourse. Management for leadership is a process where an agent influences
a group in order to achieve a common goal.
The category of “management for leadership”
defined as a process in which an individual
influences others in order to achieve group or
organizational goals is also associated with the
requirement that this influence must be beneficial for both the agent and the organization, as
well as for the society in accordance with the
ideals of social responsibilities of universities.

tive flexibility and an ability to use one’s own
knowledge and skills in new contexts, perceiving leadership as everyday reality” (Komives,
Owen, Longerbeam, Mainella, Osteon, 2005).
Fenton’s statement constitutes an interesting
cognitive context for reflective reference to the
discussed subject: “leaders are distinguished by
the fact that they are different. They question
assumptions and they are suspicious of tradition. They search for truth and they make decisions based on facts, not on prejudices. They
prefer innovations” (Bhamani, rose, Bramble,
2012) If we assume that the author refers only
to leaders, it should be acknowledged that managers not necessarily seek truth and prefer innovations. It would also mean that managers stick
to the tradition. Zeitgeist does not allow us to
accept such a great simplification. Discussing
the conditions necessary for a manager to become an initiator of changes, Seiling lists features that can be attributed to a leader. These
are skills ascribed to such areas as: “noticing
a different reality, expressing things that are
not said, questioning and taking huge risk to
be perceived as an unrealistic person – or even
an unreliable person – because of the desire to
create a totally new work environment” (Bown,
2006). Thus, the complexity of the conditions
of leadership and management can be applied
in reference to new ideas and trends indicating the relational character of the constructs
under discussion. The discourse about leadership and management, as well as relations between those two, makes it necessary to include
multi-contextual changes of the neoliberal
world that make leaders face new challenges.
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Marta Shaw
Jagiellonian University, Poland

Abstract

Keywords: leadership, ethical leadership,
cross-cultural issues, values

In the early 2000s, the University of Minnesota received a grant to buy a share in a
telescope to be installed on the site of Mount
Graham International Observatory. Located in
an area known for some of the clearest skies
of the world, the mountain is also one of the
four holiest sites of the Western Apache, and
construction of the observatory was opposed
by numerous Native American groups arguing
that the ground is desecrated by the research facilities. Leadership of a University known for
its commitment to intercultural dialogue was
faced with a choice between two sets of values
rooted in dissimilar cultures. On the one hand
were the resources available to win a significant research advantage for university scientists. On the other, an indigenous community
claimed the location as a sacred site. This paper
examines the leadership challenge faced by the
leaders of the University, analyzes the cultural
dimensions underlying the conflict of values,
and critiques the ultimate response of University leadership as a violation of the principles of
ethical leadership in service to the greater good.

Introduction
Rising 3267 meters above sea level, Mount
Graham has the highest elevation in a county
in Southeastern Arizona known for some of the
clearest skies in the world. In the 1980s, the
mountain was selected as the site of an international observatory. Low levels of light pollution
and access via a paved road in Coronado National Park made it the top choice for astronomers
among over 250 potential sites. Congress waived
U.S. environmental laws to make the opening
of Mount Graham International Observatory open to researchers from around the world.
The mountain is also one of the four holiest
sites of the Western Apache; a destination for
pilgrimages, prayers, and traditional ceremonies for the native people of North America. At
the time when the research facility opened in the
early 1990s, the tribe living in closest proximity
to Mt. Graham, the San Carlos Apaches, voted
to remain neutral regarding the observatory. Yet
39

Contemporary Educational Leadership
other Apache and Native American groups opposed the construction, arguing that the ground
is desecrated by the research facilities, construction threatens endangered species, and the process of public consultation was not sufficient.
In the early 2000s, the University of Minnesota received a grant to buy a share in a telescope to be installed on the site. University
leadership was faced with a conflict of values
rooted in dissimilar cultures. On the one hand
were the resources available to win a significant
research advantage for university scientists. On
the other, an indigenous community claimed
the location as a sacred site. This paper analyzes the leadership challenge faced by the leaders
of the University of Minnesota in determining
the right course of action in joining or refusing
to join the Mount Graham International Observatory (MGIO), and critiques the ultimate response as a violation of the principles of ethical leadership in service to the greater good.
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two stakeholder groups appear as corollaries of
diverse answers that these groups develop in response to common human dilemmas. The first
of these dilemmas involved in this case is the
problem of man’s self-expression in activity.
The dominant orientation for U.S. Americans is
what Kluckhohn and Strodtbeck call Doing – “a
demand for the kind of activity which results in
accomplishments that are measurable by standards conceived to be external to the acting individual” (p. 17). The native people of North
America tend towards the orientation of Being
– “the kind of activity which is a spontaneous
expression of what is conceived to be ‘given’
in the human personality” (p. 16). In the controversy over the Mt. Graham observatory, it is
striking that those representing the interests of
MGIO repeatedly stressed that they sought the
input of the Apache people, but after receiving
no response to letters, they interpreted the lack
of active response from the tribal leadership
as an absence of opposition. While this might
have been a correct interpretation with those of
their own culture, a different value orientation
towards activity results in different patterns of
governance and modes of communication. In
light of the Apache culture, it becomes much
more clear why opposition was only voiced
after the observatory became a reality with
negative consequences for their community.
The second area of difference in value orientation between the two cultural groups with
implications for leadership has to do with their
assumptions regarding the relationship between
man and nature (Kluckhohn and Strodtbeck’s,
1961). The dominant orientation of most U.S.
Americans is Mastery-over-Nature – the belief that “natural forces of all kinds are to be
overcome and put to the use of human beings”
(Kluckhohn and Strodtbeck, 1961, p. 13). The
native people of North America do not separate man and nature to the same degree – their
orientation is closer to the category of Harmony-with-Nature. Both groups developed their
orientations in the course of interaction with
their environments as a reflection of what passed
the test of time in their respective communities.
As Bhawuk et al. (2008) contend, “the space

Opposing Values
To astronomers at the University of Minnesota, Mt. Graham is a geographical site that has
the objective advantage of a potential for furthering scientific knowledge. Their estimation of
the site is expressed in hard numbers – altitude,
light pollution levels, distance from the nearest
airport, miles of paved road, etc. In contrast, the
San Carlos Apache Tribe values the site based
on the transcendent values of tradition, history,
and religious symbol. To the Apache people,
the mountain Dzil Nchaa Si An is a sacred site,
“a central source and means of sacred spiritual
guidance and a traditional cultural property of
the Apache people, and a unique place on Earth
through which Apache people’s prayers travel
to the Creator” (Davis, 1999). The Apache do
not embrace a definition of science and progress
according to which the possibility of new discoveries is more valuable than the preservation
of an ancient site and its endangered species.
The differences lend themselves to conceptualization through the lens of Kluckhohn and
Strodtbeck’s (1961) seminal work on value orientation systems. The differences between the
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or geography defines the people and their behavior because people have to interact with the
environment for sustenance and survival” (p.
12). For the Apache people, who exist in greater unity with their environment than most U.S.
Americans, the destruction of their habitat is
tantamount to the destruction of their culture in
ways difficult to imagine for those accustomed
to a culture which values mastery over nature.
The significance of cultural value differences in this case is further illuminated in the research conducted by Schwartz and colleagues’
(Schwartz & Zanna, 1992; Schwartz & Sagiv,
1995) discussion of culture-specifics in the content and structure of values. They classify values according to their motivational content and
postulate that cultures organize values based on
their mutual compatibility (Schwartz & Zanna, 1992). In the case at hand, the values of the
Apache people appear to be clustered within the
main category of conservation, while the values
driving those advocating for the MGIO center
around the primary value of achievement. Given these dissimilar motivational axes, and the
consequent differences in systems of thought,
a solution satisfying both parties appears difficult if not impossible to devise. While each
side can legitimately argue the strength of their
case based on the epistemological grounds
distinctive of their own cultural framework,
it is the manner of interaction between these
frameworks that will ultimately tip the scales
in the favor of the side that recognizes the value differences and honors the rules adopted by
the other side. That the Apache people took
that step is evident from their more vocal opposition and coalition building that led to the
case becoming publicized in U.S. media. It is
worth noting that the case was made known
to a wider audience only when members of
the dominant culture became engaged in the
Mt. Graham Coalition. It is not evident whether the stakeholders advocating for the MGIO
have made a similar attempt to accommodate
to the Apache culture at any level beyond a
quest for an appearance of public consultation.
The leadership implication for the University of Minnesota in the decision to join or
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reject the MGIO consortium involves determining its course of action in consideration
of the cultural factors in place as well as the
unequal power dynamic between the two cultures. Otherwise, the University runs the risk of
violating principles of social justice and public
good that had to this point set the University
apart on a national scene. Ting-Toomey and
Chung (2005) suggest that in order to break
the spell of ethnocentrism, one engaging with
an unfamiliar culture must first observe, describe, interpret, and suspend judgment. The
challenge in the MGIO situation consisted in
admitting that the viability of the Apache perspective threatened the interests of those who
already made enormous investments in the
MGIO, and raised significant ethical issues for
the leadership of the University of Minnesota.
The Response
The leadership response from the University of Minnesota provides an instructive case
study for leadership in the context of unequal
power dynamics. The Faculty Senate’s Social
Concerns Committee (FSSCC) advised for the
University to divest itself of its interests in the
MGIO. In its recommendation, the FSSCC concluded: “it is critical to recognize that Apache
government is not Anglo government. There is
no tradition of unified, univocal representation
for these native people, so that they have not
‘spoken as a whole’ cannot be taken as either
confusion or tacit approval” (2002). Advocates
of the MGIO repeatedly stressed that the entire
process leading to its establishment was perfectly legal, but the presence of two differing constructs of governance and politics involved in
the case brought the FSSCC to question whose
laws and whose customs were being taken into
consideration. Despite the recommendation of
the committee, the university administration
decided to take the grant and join the project.
Ethical critique
Research conducted by House et al. (2004)
suggests that across the world, people want
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their leaders to be trustworthy, just, honest,
and dependable. Few leadership attributes appear universally desirable across cultures, but
the top characteristics of a preferred leader are
ethical in nature. Likewise, the leadership dilemmas involved in this case were ultimately
ethical, having to do with what it means to act
with integrity towards the Apache people, the
scientists, and the local constituency. The university leadership failed the leadership challenge on three accounts outlined by Northouse
(2007) as the pillars of ethical leadership.
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made problematic by the “real and perceived
scarcity of resources” (Northouse, p. 353). What
does it mean to treat all parties justly when their
demands are in clear contradiction with each
other? In an ethical approach to leadership, a
key consideration in answering this question is
whether any of the stakeholders’ demands are
likely to perpetuate inequality and social injustice. Greenleaf’s (1970) theory of leadership
suggests that “the servant leader has a social responsibility to be concerned with the have-nots
and to recognize them as equal stakeholders in
the life of the organization” (Northouse, p. 349).

1) Failure of respect
According to Northouse (2007), ethical leaders respect others, allow them to be themselves,
and treat individuals as ends, not a means to
an end. The questions that arise in this situation were: Has every party felt equally respected? Whom may we be tempted to judge or use
for our own ends? How would we wish to be
treated if we were in the shoes of the various
stakeholders? The leadership challenge was to
find a way to serve the constituency and all the
stakeholders involved. Meanwhile, some argued that the responsibility of the University of
Minnesota leadership is exclusively to its own
constituency, and all decisions should reflect
its best interests. Transformational leadership
theory does not conflict with such views, but
it does claim that the best interest of any constituency is a raised moral functioning. This
theory fits particularly well in an institution
like the university, whose appeal is closely tied
up with the ideals that it represents. In an organization of this type, achieving a short-term
goal in morally questionable ways may win
the leaders a battle, but it poses the threat of
losing the long-term commitment of university staff and the broader constituency. Such was
the case with the MGIO, which raised significant criticism from the university constituency.

3) Failure of honesty
Della Costa (1998) suggests that to be an honest leader, “do not promise what you can’t deliver, do not misrepresent, do not hide behind
spin-doctored evasions, do not suppress obligations, do not evade accountability, do not accept that the ‘survival of the fittest’ pressures
(...) release any of us from the responsibility
to respect another’s dignity and humanity” (p.
164). Yet the reality of the situation surrounding the MGIO was so complex and muddled
that it became tempting to construct a much
simpler narrative that only included one set of
voices and ignores those who attempt to tell
a different story. Leaders often take that route
based on the conviction that their followers
are unable to handle complexity and dissonance, so it is the leader’s task to eliminate it.
4) Failure in seeking common good
The final characteristic of ethical leaders is
that they build community by moving people
toward a mutually beneficial, common good.
Achieving this goal involves attentiveness to
the interests of various groups, but also to “the
interests of the community and the culture”
(Northouse, 2007, ,p.356). By virtue of their
influence, leaders of the University of Minnesota had a special responsibility to act in such
a way that their behavior could become the
standard across the institution and in the wider
community. Behavior modeled at the top will
be reproduced at lower levels of the university regardless of its ethical content. In light
of it its mission, the University of Minnesota

2) Failure of justice
A key quality of ethical leaders as proposed
by Northouse is that they are just – they treat
people in an equitable manner. As the dilemma
around the MGIO clearly illustrates, fairness is
42

Contemporary Educational Leadership

Vol. 1, No 2/2014

set an example undesirable for all to follow.
Conclusions
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School culture perceived by Polish teachers

Wiesław Poleszak
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Abstract

The research was conducted on the group of
247 randomly selected teachers (from various
educational levels as well school types) in Poland, with the GLOBE questionnaire applied.

The findings presented in this article are an
element of the international GLOBE research
(Global Leadership and Organizational Behavior Effectiveness Research Program). The
GLOBE model may be used to assess culture on
many levels, including individual and regional
ones. An overview of wide international research
allows to indicate transnational aggregations
characterized by similar organizational culture.
The purpose of the research was to obtain
data on institutional culture exemplified by
management practices and leadership perception in various school environments in Poland.
The findings were compared with the results
of the research on cultures within higher education institutions and organizational cultures
from other countries. The implications coming from the research depict the perception of
a leader’s profile and of school culture which
is a significant factor for succeeding in diversified educational environment. Furthermore, the essential objective of the research
was to indicate Polish teachers’ expectations
regarding school culture and school leader.

Keywords: school culture, leadership, teachers

Introduction
The educational system reform introduced in
Poland in 1999 started the process of changes
in Polish education which, with various intensity, lasts until now. Even though there were significant subject, matter and financial resources
invested, the results seem to be unsatisfactory.
The direction of changes was significantly influenced by the fact that the changes within the
educational system were included in a wider
context of social changes in Poland. According
to Niezgoda (2011), external and internal factors had influenced the process of forming the
present educational system in Poland. Among
the external factors Niezgoda mentions: political and economic transformations, as well as
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changes in the set of beliefs (individualism,
educational and professional career paths determined by free market). On the other hand,
the author lists the following internal factors:
increased importance of school education as
the determinant of career path as well as establishing non-public schools on the market
(Niezgoda, 2011). The last two factors brought
an element of competitiveness which resulted in internal tensions within the educational
system. Competitiveness in past years is even
strengthened by the population decline and
by the evaluation of the school performance
quality. Many parents and students choose
schools based on third-party recommendations.
Regardless of the above-mentioned environmental dependencies, many schools accomplish educational and upbringing success.
The major characteristic to distinguish these
schools is their organizational culture. School
is built by individuals who, on one hand, adopt
patterns of the local society, and on the other
hand, bring their own competences and performance styles. This combination of features
shapes a specific atmosphere for work and development. Therefore, this article aims to identify the key dimensions of organisational culture perceived by Polish teachers, representing
various school types and environments. Deming (from: Senge 2012) claimed that ‘we will
never change the management style if we don’t
change educational system. They are so similar.’
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organization of an educational institution. The
major goal of school environment is to create
conditions for a student’s multi-dimensional
development which is directed at accomplishing it. In a school reality, this goal means a
mature student who presents effective performance in physical, psychological, social, and
spiritual aspects (Gaś, 2006). This approach is
exemplified by the definition by Mercer, Barker, Bird (2010): the culture of a group gives
meaning to human endeavour and generates
shared values, beliefs and assumptions. It helps
people make sense of the world, guiding and
shaping behaviour. Because culture is shared,
it ensures members of a group act consistently. It also provides a sense of identity and a
common purpose (italics, as per the original).
The second definition approach focuses on
extracting components – indicators of the organizational culture. Due to the complexity of
organizational culture, not only is it uneasy to
define the concept, but also to examine it. We
can touch it by measuring its components, although even establishing the components seems
to be difficult. There are various definitions of
organizational culture which stress distinct aspects of what is happening within an organization. The elements recurring in definitions most
frequently are: values, norm, relationships,
and symbols (archetypes). Therefore, they can
be considered the core of several definitions.
Organizational culture is well presented by
Hill and Jones (2012) who emphasize that organisational culture is the specific collection
of values and norms that are shared by people and groups in an organisation and that
control the way they interact with each other
and with stakeholders outside the organization (Hil, Jones, 2012). Values are the essence
of the presented definition. They play the key
role in management strategy. They help to
build the mission and vision of an organization and become the source of group norms.
Hil and Jones claim that organizational values
are beliefs and ideas about what kinds of goals
members of an organization should pursue and
what kinds or standards of behavior employees should use to achieve these goals (2012).

Organizational culture and school
organizational culture
Defining organizational culture may involve two approaches. The first one captures
the culture’s essence by indicating the function it has in an organization (Hofstede and
Hofstede, 2005). This approach is conveyed
most accurately by the meaning of this word in
Latin. This word derives from the Latin word
‘cultus’ (agri), which means cultivating (land,
soil). In a wider sense, the Latin verb ‘colere’
indicates cultivating, caring, growing, educating (POLWEN 2003). This perspective corresponds well with the meaning of culture in the
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conduct and decision taking procedures.
4) Normative system with rule of conduct, organizational values and system of values and
their meanings shared in a school.
In the natural sequence, the specificity of
school culture is that it refers to its mental elements which are common for the community members such as knowledge, beliefs,
behaviour, norms, rules, rituals, symbols,
and language (Fleming, Kleinhenz, 2007).
To be more precise, the concept of organizational culture embraces all human
goods created within an organization. These
outcomes are of material character (artifacts) or non-material character (concepts,
norms, values, beliefs, knowledge). As they
are common for the community members,
such creations regulate people’s behaviours
within an organization (Łuczyński, 2011).
Consequently, it is crucial for developing
school culture to use wisely the resources of the
community, the features of the school personnel,
their social skills, their system of norms and values. This school culture is underlying the community accomplishing the goals it has chosen.
Muhammad (2009) highlights that a
positive school culture is a place where:
- Educators have an unwavering belief in the ability of all of their students
to achieve success, and they pass that belief on to others in overt and covert ways.
- Educators create policies and procedures
and adopt practices that support their belief in
the ability of every student (Muhammad, 2009).

Every community which wants to accomplish
their goals effectively while avoiding internal
conflicts and arguments, should adopt a system
of norms. This will enable the team to co-operate efficiently, without unreasonable losses of
time and energy. The above-mentioned authors
underline that ‘from organisational values develop organizational norms, the guidelines or
expectations that prescribe appropriate kinds of
behaviour by employees in particular situations
and control the behaviour of organisational
members toward one another’ (Hil, Jones 2012).
The presented organizational culture definitions can serve when depicting an organization of business, non-profit, or educational
character. It is worth mentioning though that
educational institutions such as schools have
a specific role to play and unique mission to
accomplish. This specificity is reflected when
describing their educational culture. Schein
(2004) defines school culture as: ‘A pattern
of shared basic assumptions that was learned
by group as it solved its problems of external
adaptation and internal integration, that has
worked well enough to be considered valid
and, therefore, to be taught to new members
as the correct way to perceive, think and feel
in relation to those problems’ (Schein 2004).
Therefore, in such organizational culture, following three levels can be identified:
1) Artifacts (physical environment, language,
myth, stories, rituals, ceremonies and published
values),
2) The group’s original beliefs and values,
3) The underlying assumptions of a group.
On the contrary, Anderson (from:
Łuczyński
2011)
distinguishes
school
culture
dimensions
which
include:
1) Ecological dimension (geographical location, building, equipment, interiors’ look and
feel, etc)
2) Aggregated characteristics of the school
community members (teachers, parents, students). The variables in question are: gender,
age, education, professional experience, intelligence, values, and personality.
3) Social system dimension comprising: structure (inflexible/flexible) communication styles,

On the contrary, in a toxic school culture:
- Educators believe that student success is
based upon student’s level of concern, attentiveness, prior knowledge, and willingness to comply with the demands of the school, and they
articulate that belief in overt and covert ways.
- Educators create policies and procedures and adopt practices that support their belief in the impossibility of universal achievement (Muhammad, 2009).
In the conclusion of characterizing sample
organizational cultures it is worth considering
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what underlies the success of a given organization. Bambrick-Santoyo (2012) proposes five
strategies for successful staff culture at school:
1) Set
the
vision.
Wisely
design a clear and palpable vision for
the work environment in your school.
2) Get the right people on the bus.
Without great people, little else matters. Ensure your vision helps drive your hiring.
3) Put a stake in the ground. Reflect
your commitment to developing a strong staff
culture from the first interactions of the year.
4) Keep your ear to the rail. Look
and listen for negative culture warning signs that are coming down the tracks.
5) Lather, rinse, repeat. Staff culture
is fragile. If you’re not intentional about
building, maintaining, or communicating
your staff culture, someone else will define it for you (Bambrick-Santoyo, 2012).
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- basic, simple tasks which are elements of
more complex activities
- tasks imposed by law or internal regulations
to ensure safety
Another type is the culture of teamwork
(Athena). It remains valid in complex, problematic situations which require group effort
and the contribution of each team member is
important. Dorczak (2013) lists the following:
- complex problem situations demanding group
effort,
- everyday activities that we would like to make
more efficient, but do not involve time or situation pressure,
- activities which require team co-operation and
creativity,
- indicating new directions of work
And last but not least, the culture of freedom
(Dionysus) may occur in environments lacking clearly indicated goals, where a team is not
consolidated or does not have a strong leader.
Such team will succeed:
- in case of dysfunctional group processes
among team members,
- when there have to be found new solutions for
old problems,
- experiencing team’s stagnation (tiredness and
burnout) – in order to release tension and encourage activity
Organizational culture in the
GLOBE project

Features of organizational culture
in an educational institution
The intensification of components within an organizational culture allows indicating diverse
types of culture. According to Dorczak (2013),
who adopts the classification by Charles Handy,
there are four types of organisational culture:
Zeus culture (power), Apollo culture (bureaucracy), Athena culture (teamwork) and Dionysus culture (freedom). Dorczak (2013) provides
the circumstances and types of situations typical for each of the four cultures. Thus, the culture of power comes to life whenever:
- the school community experiences a crisis
- the school team experiences impasse in decision making
- serious problems result in lack of confidence
and confusion of the school team members
- everyday routine decisions without a strategic
meaning for the school community are made
- conflict situations arise
Secondly, the bureaucratic culture exposes
its strengths in standard, repetitive situations,
where behaviour is nearly automatic, without
any deeper insight, such as:
- routine, repetitive, everyday activities

The study presented in this article was conducted with the tool constructed for the GLOBE project. The Global Leadership and Organizational Behavior Effectiveness (GLOBE) is
an international research project whose purpose
is to examine the values behind the organizational culture. Therefore, the research was conducted in over 60 countries worldwide. Altogether, there were 17,000 managers questioned.
The GLOBE project adopts the definition of
organizational culture developed by House and
Javidan. They define culture as: ‘shared motives, values, beliefs, identities, and interpretations or meanings of significant events that result from common experiences of members of
collectives and are transmitted across age generations’ (Chhokar, Brodbeck, House, 2007).
Cultures were operationalized in terms of
48
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the quantitative dimensions: Assertiveness,
Future Orientation, Gender Egalitarianism,
Humane Orientation, Institutional Collectivism (Collectivism I), In-Group Collectivism
(Collectivism II), Performance Orientation,
Power Distance, and Uncertainty Avoidance.
The
definitions
of
these
dimensions adopted by GLOBE are as follows:
1) Assertiveness is the degree to
which individuals in organizations or societies
are
assertive,
confrontational,
and aggressive in social relationships.
2) Future Orientation is the degree to
which individuals in organizations or societies engage in future-oriented behaviours
such as planning, investing in the future, and
delaying individual or collective gratification.
3) Gender Egalitarianism is the extent
to which an organization or a society minimizes gender role differences while promoting
gender equity and the equality of genders.
4) Humane Orientation is the degree to which individuals in organizations
or societies encourage and reward individuals for being fair, altruistic, friendly, generous, caring, kind to others, and exhibiting and promoting altruistic ideals.
5) Institutional Collectivism (Collectivism I) reflects the degree to which organizational and societal institutional practices encourage and reward collective
distribution of resources and collective action.
6) In-Group
Collectivism
(Collectivism II) reflects the degree to which individuals express pride, loyalty, and cohesiveness in their organizations, families, circle
of close friends, or other such small groups.
7) Performance
Orientation
refers to the extent to which high level members of organizations and societies encourage and reward group members for
performance improvement and excellence.
8) Power Distance is the degree to which
members of an organization and society encourage and reward unequal distribution of
power with greater power at higher levels.
9) Uncertainty Avoidance is the extent
to which members of an organization or society strive to avoid uncertainty by relying on
established social norms, rituals, and bureaucratic practices to decrease the probability of unpredictable future events that could
adversely affect the operation of an organiza-
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tion or society, and also to remedy the potential adverse effects of such unpredictable future events (Chhokar, Brodbeck, House, 2007).
In the Polish research conducted with the
GLOBE questionnaire, the above-mentioned
dimensions of organizational culture were
divided in two areas: practices and cultural
values. The first ones relate to the distinctive features of the actual performance of the
organization. The second ones depict a desirable profile of the organization performance – an ideal image of organizational culture.
Methodology of the research
The article focuses on exploring organizational culture of different school communities. Creating the right environment for
the development of students depends on the
quality of school personnel performance.
Purpose of the research
The major purpose of this study is to answer
the following question: how do the teachers
employed in Polish schools evaluate cultural practices and values at their workplaces?
The responses to the above-mentioned query
will be facilitated by the detailed questions below:
1. Is the evaluation of school organizational
culture
different
depending on the type of a school institution?
2. Is the evaluation of the actual school organizational culture different from the demanded (ideal) one?
Participants
The research was conducted among randomly selected Polish teachers of various fields.
The study involved primary, middle, and secondary schools. All of these were public and non-public, located in cities as well as rural areas. In
total, 242 participants were engaged in the study.
Method
The study was conducted with the questionnaire of international GLOBE research
project. The measure was adapted to Polish
conditions by the professors of the University of Economics and Innovation in Lublin
49
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Figure 1. Gender characteristic of the participants.

Source: Own findings
(WSEI): Porzak, Sagan, and Zub (2011).
The five parts of the questionnaire include:
• evaluation of real organizational culture
• evaluation of expected organizational
culture
• evaluation of a leader’s real performance
• evaluation of a leader’s expected per
formance

• short description of a participant’s profile
The respondents were to describe organizational school culture by selecting
features on a 7-grade Likert scale. The
GLOBE questionnaire allows to describe organizational culture with 9 dimensions described in the previous part of this paper and
enables depicting a leader in 6 categories:

Table 1. Gender characteristic of the participants.
Primary schools
(%)

Middle schools
(%)

Secondary schools
(%)

Male

21,9

14,3

25

Female

78,1

85,7

75

Village

65,6

-

-

Small town

28,1

32,9

92,9

Medium town
City

6,3

7,1
60,0

7,1

Under 35 years

21,9

28,6

28,6

62,5

55,7

46,4

15,6

15,7

25

Variables

Gender

Workplace
location

Participants’
age

Between 36 and
50 years
Above 50 years
Source: Own findings
Figure 2. Participants’ age characteristic

Source: Own findings
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Results and discussion

- value-based
- team-oriented
- self-protective
- participative
- humane-oriented
- autonomous (Porzak, Sagan, Zub, 2011).
In this article, only the characteristics of organizational culture as such will be analyzed. It will
present the evaluation of the perceived organizational practices as well as the evaluation of the
expected organizational practices. The leader’s
assessment will be covered in a further paper.

The study participants were mainly female (table no.1, graph no.1). In every examined
school community females outnumber males.
Slightly more males work in secondary schools,
whereas the least in middle schools. However,
these differences are not statistically significant
(X²=6,546; p=0,162) [Figure 1.].
The majority of the teachers involved in
the study were middle-aged (between 36 to 50
years old). The most numerous group of young

Table 2. Characteristics of the organizational culture perceived in schools of different type.
Dimensions

Primary schools

Middle schools

Secondary schools

M

SD

M

SD

M

SD

Uncertainty Avoidance

5,1979

0,95362

5,0571

1,06166

5,1190

1,41484

Future Orientation

5,4375

1,36636

5,4619

1,29944

5,3810

1,40755

Power Distance

3,5417

1,32997

3,7667

1,25667

3,3452

1,29412

In-Group Collectivism

3,9583

0,93422

3,7952

0,84231

3,6786

0,80371

Humane Orientation

5,0625

1,03371

4,7571

0,90387

5,0357

0,85178

Performance Orientation

5,3047

0,82973

5,2321

1,06264

5,2768

0,96066

Institutional Collectivism

5,3438

0,96551

5,1829

1,00303

5,2286

0,91200

Gender Egalitarianism

4,9792

1,08406

4,3952

0,79307

4,4048

1,05158

Assertiveness

3,7734

0,69084

3,9964

0,83784

3,4732

0,61741

Source: Own findings
Figure 3. Characteristic of the organizational culture perceived in different schools

Source: Own findings
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Table 3. Characteristic of expected organizational school culture in different schools
Dimensions

Primary school

Middle schools

Secondary schools

M

SD

M

SD

M

SD

Uncertainty Avoidance

5,1979

0,88156

5,3643

0,76339

5,3482

0,88281

Future Orientation

5,9531

0,69976

5,9643

0,72267

5,9196

0,71380

Power Distance

2,4688

0,99410

2,5476

0,85698

2,5595

0,92542

In-Group Collectivism

4,0000

0,93900

3,6952

0,85831

3,7262

0,78595

Humane Orientation

5,7031

0,74983

5,4714

0,85925

5,5536

0,91378

Performance Orientation

6,2734

0,78123

6,2286

0,69254

6,1518

0,72756

Institutional Collectivism

5,7917

0,71341

5,8452

0,67107

5,7976

0,65946

Gender Egalitarianism

4,4609

1,00022

4,2321

0,63320

4,4554

0,65636

Assertiveness

3,6563

0,91379

3,4429

0,79799

3,2262

0,70887

Source: Own findings
Figure 4. Characteristic of expected organizational school culture in different schools.

Source: Own findings
teachers (28,6% less than 35 years old) work in
middle schools and secondary schools. Relatively not many older teachers are employed in
middle schools, thus this environment is considered the youngest in terms of teachers’ age.
The differences observed are statistically significant (X²=192,234; p=0,000).
The study participants can be differentiated by the location of workplace (X²=136,064;
p=0,000). Primary school teachers work mainly
in villages (65,6%). On the other hand, middle

school teachers work in cities (60%), whereas
secondary school teachers in general represent
towns (table no.1 and graph).
Regardless of the school type, the teachers
present a similar perception of school organizational culture (table no. 2 and graph no.2).
The results indicate the highest level of future
orientation, institutional collectivism, performance orientation and uncertainty avoidance.
The dimensions at the lowest level included:
power distance, in-group collectivism and as52
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Table 4. Comparison of perceived organizational school culture in various school types
Dimensions

F

p

1-2

1-3

2-3

Uncertainty Avoidance

0,175

0,839

0,913

0,990

0,993

Future Orientation

0,037

0,964

1,000

0,998

0,990

Power Distance

1,159

0,317

0,796

0,911

0,372

In-Group Collectivism

0,817

0,444

0,754

0,505

0,315

Humane Orientation

1,619

0,202

0,329

0,999

0,449

Performance Orientation

0,064

0,938

0,980

0,999

0,996

Institutional Collectivism

0,299

0,742

0,824

0,956

0,995

Gender Egalitarianism

3,800

0,029

0,024

0,103

0,999

Assertiveness

4,841

0,009

0,431

0,340

0,008

Source: Own findings
sertiveness.
We can assume that organizational culture
of the researched schools is based on the goals
indicated clearly in the future. The quality of
the completed tasks as well collective activities
are valued. From the teachers’ perspective, it
is important for the school to act effectively as
an institution. They avoid uncertainty by using
mostly routine forms of activity based on norms

and established practices. The teachers appreciate stable and non-changing working conditions.
The teachers cope with in-group relationships built on value-based performance to
a significantly smaller extent. They seem to
express their needs with some difficulty and are
not in favour of hierarchical form of school management. They prefer working individually to

Table 5. Comparison of expected (ideal) organizational structure in various school types
Dimensions

F

p

1-2

1-3

2-3

Uncertainty Avoidance

2,026

0,136

0,171

0,280

1,000

Future Orientation

0,039

0,962

1,000

0,997

0,989

Power Distance

1,101

0,904

0,968

0,973

1,000

In-Group Collectivism

1,427

0,244

0,272

0,529

0,996

Humane Orientation

0,835

0,441

0,489

0,871

0,963

Performance Orientation

0,216

0,806

0,988

0,886

0,951

Institutional Collectivism

0,091

0,913

0,976

1,000

0,985

Gender Egalitarianism

1,493

0,229

0,466

1,000

0,283

Assertiveness

2,120

0,129

0,522

0,121

0,549

Source: Own findings
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working within a team.
The second area embraced in the study concerned teachers’ expectations regarding the organizational school culture. In this aspect, the
research participants tend to expect a strong
focus on performance. They would like the
school community to appreciate and contribute
to improving the efficiency and effectiveness
of undertaken actions. Other dimensions the
teachers would like to work on include: future-orientation, institutional collectivism, humane
orientation and uncertainty avoidance. The study participants seem to want a clear vision of
objectives to be accomplished as well as precise tasks assignments. They would expect stable
and predictable working conditions formed on
mutual kindness and care.
The domains with the lowest scores concerned power distance, team co-operation, and
assertiveness. The teachers seem to dislike organizational culture with no distance in relation
to the leader. They are not eager to work as a
team along basic values regulating close interpersonal relations and allowing to benefit from
the team’s synergy. The reason may be their unwillingness to reveal their individual needs and
expectations. They would rather avoid confrontation and conflicts about problems occurring at
work.
Further research undertaken on organizational school culture, among others, concerns
seeking differences between various school types (table no.3).
When it comes to the perception of the actual organizational culture, in the majority of the
dimensions, the teachers from various school
types present a consistent evaluation. However,
the differences concern just two dimensions:
gender egalitarianism and assertiveness. Gender egalitarianism was ranked statistically significantly higher by primary school teachers
who tend to notice more activities and care
devoted to gender equality in their community. Middle school teachers seem to be less satisfied with this dimension as they clearly relate gender to a social position in a school. This
distinction may result from the specificity of
the problems and the age of students in institutions of this type. The middle school period
involves dynamic developmental changes in a
young adolescent, which contributes to more
frequent behaviour problem. Perhaps this is the
reason why middle school communities more

Vol. 1, No 2/2014

strongly present coping strategies culturally assigned to males. This explanation of differences
within gender equality corresponds well with
differences within assertiveness. Middle school
teachers give more value to assertive behaviours than the secondary school teachers. We can
conclude that in middle school environment the
behaviours stressing borders as well as strongly indicating the requirements and needs are
more demanded. The working conditions and
student’s specificity force them to present more
definite actions, frequently requiring confrontation or a clear expression of needs and requirements.
Summary
The results of this study allow us to conclude
that in organizational school culture Polish teachers value future orientation in a form of institution’s clear objectives. To work effectively,
they need a stable and predictable workplace.
They focus on well-performed tasks and, despite their preference to work individually, they
aim at institution’s success. Their weaker sides
are teamwork and performance in a dynamic
environment.
In comparison to the ideal organizational
culture, a paradox can be noticed. The teachers
would eagerly eliminate all symptoms of power distance but at the same time they are against collective decision-making. As a result of
such co-relations, decision impasse on everyday-issue level occurs. The model ideal for teachers would involve making decision having
discussed a problem with every teacher. None
organization would find working in such model
feasible. Therefore, an answer to the research
question on the differences between school types within organizational cultures posed in the
beginning should be positive. Various school
types differ but only the within perceived organizational structure. There are no differences,
though, in the expected organizational culture.
Noticeable differences concern gender egalitarianism and assertiveness.
Generalizing, we may draw the conclusion
that Polish school teachers prefer an organizational culture that resembles the bureaucratic
Apollo culture. They need clear, precise instructions, focus on objectives and a relatively
stable, non-changing environment. However, is
it possible when working with children?
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There are a lot of different expectations
towards school headteachers as educational
leaders. They depend from the point of view
and level of awareness how school leadership
have to look like in order to meet demands of
schools as educational organizations. It is then
especially interesting how people entering
teaching profession interested in educational
leadership define “ideal school leader”. Paper
presents results of small research on thinking
about “ideal” school leader among students
working in the field of educational leadership
taking part in international Erasmus Intensive
Programme ”Leadership for Democratic Citizenship in European Schools” that was run
in 2013 with participation of more than 50
students from six European countries. Author
asked them about their understanding of school
leadership and expectations towards school
leaders. It turned out that young people define
it in terms of organic leadership, stressing such
features or competencies of school leadership
as honesty, openness, trust and other values
important form educational point of view.

Introduction
Leadership concept becomes very popular
during the last period of time as the answer
for challenges of contemporary educational
systems. There is also strong evidence that it
is a key element in positive changes in education supporting raise of school effectiveness
in terms of students learning and development
(Marzano, Waters, McNulty, 2005; Mazurkiewicz, 2011). Many authors have tried to develop
understanding of leadership adequate to specificity of schools as educational organizations.
They usually refer to leadership theories developed in broader context of general management theory (Bush, Bell, Middlewood, 2010).
More recently they tend to value approaches
underlying more participative and transformative understanding of leadership that in practice
can lead to higher levels of synergy stimulating organizational development and innovativeness of schools which is expected in highly
demanding contemporary world (Precey, Jack57
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son, 2008). Some authors in the field, try to
develop understanding of leadership which
is not only adequate to challenges of contemporary world but also relevant to basic nature
of schools as educational organizations with
specific core values defining them. Most such
theoretical attempts try to define educational
leadership starting from basic educational values such as teaching and learning or individual human development of students (McBeath,
Dempster, 2009; Dorczak, 2012). All those attempts to develop specific educational leadership theory are very important for transformation of schools and educational systems but not
sufficient enough. Looking from the point of
view of the practice of educational leadership
in schools it is also very important to take into
account existing ways of thinking about leadership among school leaders and teachers as they
may be a very important factor hindering or
stimulating positive changes in educational organizations and educational systems in general.
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group decision making. Such leadership limits its potential to the potential of the leader
only, who does not allow potentials of others to be expressed and used. Such leadership
style does not serve well needs of educational organizations that deals with complex and
challenging problems of contemporary world.
Leadership understanding that is called
transactional, requires the leader who is a
strong and charismatic personality with high
level of interpersonal skills that allow her/him
to create relations with followers that allow to
reach different organizational goals. Such leader is a highly competent negotiator with very
good communication skills, able to influence
and sometimes even manipulate others within
and outside the organization. Reaching agreement such leader very often resigns from ambitious aims in order to satisfy needs of those
with whom he/she negotiates at the moment.
As it is strongly focused on needs of followers
of the leader it can lead to the situation when
interest of students in schools are neglected in order to reach agreement with teachers.
It seems to be not a very good way of thinking about leadership in educational context.
Visionary or transformational leadership
needs a leader that is a strong and charismatic
person with high level of creativity and intelligence that allows her/him to invent and design appealing ideas that seduce followers and
make them do what leader expects from them,
because his/her vision is perceived as the best
possible from the point of view of followers.
Such leadership is appealing and seems to be
adequate to needs of education. It is in fact very
popular among those trying to find leadership
understanding that is adequate to educational
context of contemporary schools. They very
often use transformational or more educationally grounded transfomative leadership concepts (Precey, Jackson, 2008; Shields, 2009).
It seems that it is unfortunately still not good
enough understanding from the point of view of
needs of contemporary schools as through domination of creative and intellectually attractive
vision of leader (one person) it limits potential of organization which is not good from the

Ways of understanding leadership
Leadership can be understood differently
and as a consequence of that, the role of a leader can be defined with use of different features
of character, skills and competencies. There
are many different classifications and typologies of leadership paradigms. One of the best
attempts to classify those different ways of understanding leadership is the proposal of Gayle
Avery (2004). She refers to general leadership
theories but her attempt can be applied to understand educational leadership too. Describing
development of leadership theories and leadership practice she presents four paradigms
of leadership named: classical, transactional,
visionary and organic leadership paradigms.
In classical leadership paradigm, the leader
is defined as strong and charismatic personality dominating followers and ruling them with
use of formal (legal) rules and force. Such
leader is autocratic, despotic; he/she gives
orders and requires unconditional subordination. In such leadership, there is no place
for discussion, negotiation, cooperation and
58
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perspective of needs of contemporary schools.
Last paradigm of leadership described by
Avery, called organic one, needs completely
different way of thinking about the role of a
leader. In that approach leader and leadership is
understood as distributed or dissolved among
all (potentially) members of organization. In
other words – everybody is or can be a leader.
Those playing formally the role of leaders have
to be personalities with high level of relational
competencies, empathy, ability to understand
and help others with focus on development of
other individuals and the whole team. Such
way of thinking about and practice of leadership
seems to be especially adequate to the needs of
schools as organizations as it gives possibility
to express and use potentials of all members
of organization. It creates condition for team
work and as a consequence, allows higher level
of synergy needed to solve complex and challenging problems of contemporary schools.
As it was presented above there is the way
of thinking about leadership that would be especially welcomed among school leaders as it
best suits needs of schools as specific organizations. Unfortunately, when we look at research
on thinking of existing school headteachers (at
least in Poland) they most frequently represent
thinking is close to such paradigms as classical
or transactional. Visionary leadership, which is
closer to needs of educational organizations and
organic, which would be the best, are much less
present according to some recently undertaken
research (Mazurkiewicz, 2012; Dorczak, 2013).
It must be argued than, that transformation of
those paradigms present in heads of school
leaders is needed and the best way is to transform it through promotion of leadership concepts closer to organic paradigm among those
who will enter teaching profession and prepare themselves to leadership roles in schools.
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land, Ireland, Norway, Poland, Spain, Turkey).
They took part in the Erasmus Intensive Programme summer course focused on school
leadership entitled “Leadership for democratic
citizenship in European schools”. It was designed by a group of academics from university
faculties or institutes that offer courses in educational management or leadership at master
level. Participants went through ten days long
intensive course built, generally speaking, on
the basis of organic, participative, democratic paradigm of educational leadership with
stress on educational values such as learning,
development, inclusion, etc. It was also run
with use of active, participative methods allowing students to take roles of those who lead
the process of learning and teaching together
with academics designing the course, which
was developed basing on long development
of such way of international work on leadership training between partners involved in the
project (Precey, Rodrigues Entrena, 2011).
At the end of such organized course participants were asked to take part in small research.
They were asked about their expectation towards school leaders. There were 60 students in
2013 cohort of the programme and 32 of them
agreed to take part in the study. It was interesting
that quite a big group of participants refused to
take part in research or did not agree to include
their answers in the research material (approximately 20 % of the cohort). Those who agreed
to take part in the research were asked to fill in
the questionnaire assessing their understanding
of leadership. It consisted of two different parts.
First part was built on the model of paradigms
proposed by Avery. It consisted of ten questions about different aspects of school leadership, with four possible answers to choose in
each question, describing those aspect of school
leadership from the perspective of four different
paradigms (classical, transactional, visionary,
organic). Second part of a questionnaire consisted of a long list of different leadership features,
with a request to choose those that are the most
important when being the educational leader.
It turned out that students asked to fill in the
questionnaire assessing leadership paradigm

Research on thinking of young educational leaders on leadership
Research that is presented in that paper was
carried out in 2012 with participation of 32
students from six European universities (Eng59
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Table 1. Results of questionnaire assessing paradigm of leadership
Frequency of choices

Countries
(no of students)

Classical
leadership

Transactional
leadership

Visionery
leadership

Organic
leadership

Spain (2/20)

0

2

0

18

Ireland (5/50)

0

15

5

30

Norway (6/60)

4

7

8

41

Poland (6/60)

3

18

24

15

Turkey (6/60)

0

12

16

32

England (7/70)

3

16

20

31

Total
(n-32/320)
100%

10
3,15%

70
21,86%

73
22,81%

73
22,81%

Source: Own findings
most frequently selected descriptions built
on organic understanding of leadership (167
choices; 52,18%). Descriptions based on transactional and visionary paradigms were selected
much less frequently (70 choices; 21,86% and
73 choices; 22,81%) and descriptions based on
classical understanding of leadership were selected only in few cases (10 choices; 3,15%).
There were some differences and interesting results in answers of students from different countries (for example Polish students
most frequently selected description based on
transformational leadership understanding), but
due to the fact that research group was very
small it cannot be generalized. Detailed results
with distribution of choices of students from
different countries are presented in Table 1.
It is then quite clear that students preparing themselves to work in educational context
and pretending to play roles of educational leaders in future, prefer organic paradigm
when thinking of ideal school leaders. Classical paradigm of thinking, most frequent in
mental models of existing school leaders as
research of Mazurkiewicz (2012) and Dorczak
(2013) shows, was selected only in few cases. It means that young educational leaders

think differently than experienced ones, which
gives hope that they will also act differently as school leaders in their future practice.
Second research question was concerned
with assessment of features of the “ideal educational leader”. Students that took part in
the research had to select up to 5 ( from a list)
features that are the most important for contemporary school leader. The list consisted of
different features of character, skills and abilities. They were mixed on the list randomly.
Participants of the study could not only select
from the list but also add their own features.
The only limitation was that they could only
select 5 different features. Detailed results
of that part of research are shown in Table 2.
As it can be seen, young educational leaders
value most frequently such features as honesty,
openness, reliance, creativity and courage. At
least first three of them are, no doubt, connected
with understanding of leadership that is close
to organic paradigm in Avery’s model. Most of
features selected by participants as important,
can be called “soft features” and even if “hard
features” such as intelligence (9), rationality(3)
or appearance (1) were selected, they were
pointed less frequently which means that they
60
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Table 2. Results of questionnaire assessing paradigm of leadership
Features important for „ideal leader”

Frequency

Honesty

18

Openness

17

Reliability

15

Creativity

15

Courage

15

Foresight

11

Self assurance

11

Resistance to stress

10

Intelligence

9

Determination

9

Optimism

8

Charisma

8

Ability to aticipate

7

Rationality

3

Communicativeness

2

Psychological resistance

1

Appearance

1

Professional knowledge, decisiveness,
negotiation skills, organizational skills

0

Source: Own findings
Conclusions

were perceived as less important which can also
be seen when looking at features that were not
selected from the list given in a questionnaire
such as professional knowledge, organizational skills, decisiveness or negotiation skills. No
one from participants of the study added own
feature, different that those proposed on the list.

Results of presented small research on
thinking of young educational leaders entering teaching profession as students of educational courses on management and leadership
showed that most of them think using paradigm of thinking that is close to organic one.
Such understanding values leadership style that
is different from traditional ones represented by
classical, transactional and visionary leadership
61
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paradigms. It seems that young educational
leaders when thinking about “ideal educational leader”, value more features and skills that
allow to built positive interpersonal relation
through trust, honesty, openness and empathy
rather than through communication and negotiation skills, intelligence and visionary ideas
or simply formal authority and force that was
typical for classical approaches to leadership.
It also seems that they are focused more on
such human interpersonal abilities as the basis
for leader’s authority rather than professional knowledge, organizational skills or force.
Such results is quite striking if compared
with results of research on thinking of existing school heads active in leadership roles ( see.
Mazurkiewicz, 2012; Dorczak, 2013) which
show completely different picture, where majority of subjects present thinking closer to classical understanding of leadership and traditional vision of leadership role, competencies and
features of a good leader. It raises the question
why the result of presented study is different.
Desired answer for that question is, that there is
a change in thinking of young educational professional about leadership and we can expect
transformation of educational leadership practice that will come together with generational
change of those working in schools. But such
answer is of course not the only possible. Observed difference in results between presented
research and research on existing school leaders may also come from the fact that practice
may influence thinking. Young students of educational courses at universities may built their
understanding on their personal experience that
was not “real” experience of leading educational processes in schools. Maybe existing leaders
had similar “ideal” expectations and ways of
understanding when they were preparing themselves for teaching and leading in schools at
universities and when they started to play leadership roles “reality” of school practice made
them change their thinking. It also may be true
,that presented results are specific because of
specific group that took part in that research.
They were students who had voluntarily chosen summer Erasmus course that was described
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as promoting special approach to school leadership. When making decision to take part
in such an event, students with different approaches to leadership did not consider to take
it and they were not among participants of that
course. Final group of students attending Erasmus Intensive Programme focused on “Leadeship for democratic citizenship in European
schools” may not be a representative for young
people entering teaching profession and thinking about taking leadership roles in education.
Author of that paper took part in the Erasmus course and basing on personal experience
argues that there is also very positive and strong
influence of teaching and learning approach of
team that prepared described Erasmus course on
thinking of participants. They had chance to go
through a process of participative leadership of
learning processes. They were trusted, activated,
empowered to make decisions and take responsibility for their own learning which made them
understand the value of such style of leadership
in educational context. That experience resulted in profound change in mental models of participants, whose thinking about leadership was
much different before than after such experience. That gives hope that it is possible to transfer thinking of people involved in educational
processes through such educational experience.
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Review

Review by Joanna Madalińska - Michalak, University of Łódź,
Poland
Marco Snoek, Developing Teacher Leadership and its Impact in Schools, Amsterdam University Press, 2014

novation and quality improvement in schools.
Marco Snoek’s book focuses on two main
research questions, which can be formulated as
follow: “What learning arrangements are effective in supporting teachers in developing their
leadership qualities? “To what extent and under
what conditions can development of these leadership qualities impact practices in school?”
The key aim of the presented research project
was to provide insight into the extent to and
ways in which in-service learning arrangements
that focus on teacher leadership contribute to
teacher development and school development.
To provide insight into the extent to and
ways in which in-service learning arrangements that focus on teacher leadership contribute to teacher and school development Author
identified specific learning arrangements that
could be the context for his empirical research.
The analysis of literature and 48 documents
with future scenarios on education and teacher
education led to identification of the trends in
society and education that influence the design
of learning arrangements for teachers and their
impact on the dynamics and boundary crossing
between schools and universities. The follow-

Building on his previous writing on teachers, school improvement and teacher education Marco Snoek proposes to focus on teacher
leadership that is considered in the contemporary literature as one of the key factors for in65
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ing four potential prototypical scenarios for
the future of teacher education were revealed:
• The market-oriented scenario - learning
arrangements are the result of a customer-provider relationship. The dominant actor is the
school and the school is perceived as a customer.
The key focus is to meet the school’s needs. Universities and other educational providers compete to offer schools their educational services.
• The bureaucratic scenario - the government and policy system are dominant for
continues teacher development. The main focus is individual professional development
in the context of formal quality requirements.
Boundary activities are largely shaped in
terms of imposed legal regulations and negotiations between policymakers and pressure
groups from the other two activity systems.
• The network scenario - the dominant focus is bridging individual professional development and school development. The boundaries
between the activity systems of the school and
university are crossed. Institutional structures are
replaced by a network structure with the mixed
communities of practice of teachers, school
leaders, teacher educators and researchers.
• The professionalism scenario – the
dominant focus are professional groups of
teachers and teacher educators who assume
responsibility for their professional quality.
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(ii) a university-centered Master’s program
for teacher leadership (closely related to the
bureaucratic scenario); and (iii) a partnership-based Master’s program for teacher leadership (closely related to the network scenario).
These learning arrangements for teacher
development within the Dutch context acted
as the context for three empirical case studies,
which showed the impact of the learning arrangements on leadership qualities of teachers
and the impact on working practices and leadership practices in schools. It is worth noting
that at this moment, no examples of learning
arrangements for developing teacher leadership
competences that fit in the professionalism scenario, can be found within the Dutch context.
The empirical study was based on the assumptions that successful school improvement
is dependent on schools’ capacities to initiate
and manage change and development. Teachers − key actors in schools – can increase this
change capacity of schools by using and supporting the change capacity of themselves.
Within the book, teachers’ change capacity is
understood as the ability of teachers to provide the school direction and exert influence
on their colleagues, school leaders, and other
school community members. The role to provide direction and exert influence on others is
indicated as ‘teacher leadership’. One of the
aim of teacher leadership is to improve teaching and learning practices that enhance student
learning and achievement. Teacher leadership
implies an active and responsible role of teachers that lifts up the level of teacher acting in
his or her classroom, adding activities related
to teacher inquiry, innovation and inspiring
colleagues and the school as a whole. Teacher leadership may be fixed through formal or
informal leadership positions. When it comes
to the first case formal leadership positions are
mandated or delegated to specific experienced
or accomplished teachers. In the second case,
the informal leadership positions may be dynamic when each teacher is recognized as having the potential to exercise leadership as part
of his or her role, when leadership is shared and
distributed among all teachers in the school.

The analysis not only showed the roles of
key actors that are part of different activity systems (governments, schools, teacher bodies,
and universities), but at the same time it indicated that the future for teacher education is
largely defined by the extent to which key stakeholders and their activity systems are open to
boundary crossing and the willingness of these
stakeholders to bridge institutional boundaries.
Based on an analysis of trends and developments in post-initial teacher education, three
different types of possible learning arrangements for developing teacher leadership were
recognized within Dutch context: (i) the academic development school as a school-centered context for teacher development (closely related to the market-oriented scenario);
66
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The analysis of the case studies was based
on the theories on transfer and boundary crossing. The case studies showed that a development of teacher leadership in schools requires
learning arrangements that combine a focus
on individual professional development and
on school development. Master’s programmes
at universities can be considered as boundary
zones, linking the school context and university
context. In such a boundary zone, contexts are
created in which different parties like master’s
students, their headteachers from the school
and teacher educators from the university are
engaged in a meaningful dialogue on providing
the best possible learning context for pupils.
From the book we can learn that teacher
leadership requires specific skills and knowledge. However, pre-service teacher education
programmes do not adequately prepare teachers for leadership roles, leaving many teachers
inadequately prepared to exercise leadership
roles beyond their classrooms. Leadership
qualities are not a standard element in pre-service teacher education programmes. In this
context we can see that developing teacher
leadership requires specific in-service teacher
education programmes and specific learning
arrangements. The programmes for teachers
professional development should address the
development of teacher leadership qualities.
The insights that result from the presented
in the book research project have several very
important implications for schools, universities, teachers, and policy makers. We see that
schools can increase their capacity for innovation by recognizing the crucial role of teachers
in innovation processes and by supporting the
development of teachers’ leadership and innovation capacities within their schools. However, any introduction of teacher leadership in
schools will require clear positions and mandates for teacher leaders. For developing leadership at school, it is important to find a balance
between structure and control and teachers’
trust, agency, and self-steering in school. Both
school leaders and teacher leaders should recognize and address the tension between strategically distributed leadership and culturally
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distributed leadership. At the level of higher
education the foundation for teacher leadership
in the curricula for pre-service teacher education should be considered. Within school-university partnerships opportunities for collective
in-service programmes that focus on shared
agendas, and on school development as well as
university development is needed. To achieve
the real school-university partnership in designing the programmes for school leaders a
new university flexibility to adapt curricula and
involve school supervisors and management
in designing tailor-made curricula is required.
This is an engaging and powerfully argues
book based on the empirical research. The book
challenges current views on educational leadership. It emphasises both the importance of teacher leadership and its impact on school development, and the importance of the establishing
the programmes for pre-service and in-service
teacher education with the focus on educational leadership. If you are interested in the
development of education, especially through
creation of the right conditions for the educational leadership then it is an important book.
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