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Summary

Distributed leadership has been the subject of idersble educational research and
discourse in recent years. This thesis exploresih@anderstood in the Irish post primary
school context, with particular reference to itpant on teaching and learning. A study of
distributed leadership is particularly timely, asnamber of international studies have
highlighted the need for leadership to be disteduthroughout the organisation with a

view to improving student outcomes.

Following a preliminary study in one school, theseaarch focused on a study of three
schools. As the issues emerged, it became evitiahtbly moving beyond case study to
cross-school participation there would be a riafiafogue, participants would learn from
each other and impetus would be created for fudhton. Therefore, three different cross-
school focus group discussions were held: one pithcipals and deputy principals, one
with teachers holding posts of responsibility ame avith teachers not holding posts of

responsibility.

Although holding very different positions of leadpip in their schools, principals, deputy
principals and teachers shared a common understaoéidistributed leadership. The term
was understood to incorporate four dimensions:desidp roles (which may be formal or
informal), individual traits (particularly thoselated to influencing others), having a sense
of belonging to the school organisation and suppgrthe development of leadership

capacity in individuals.

While this study revealed that in general, teachersach of the three schools perceive
distributed leadership to be necessary and posithis is not always matched by their
experience of leadership practices.

Principals acknowledged their role in leading l@agnand in developing leadership

capacity among teachers. They highlighted two keyast a more intentional focus on

\Y



teaching and learning within the post of respotigfband subject department structures;
and the development of individual leadership skdlsd talents among teachers. These
provide opportunities for the exercise of leadgryshiinformal as well as formal roles and

actions.

Participation in this study was part of a journdyeadership development in each school
and is a stepping stone to further action. Thisassh points to the usefulness of
distributed leadership as a lens to analyse tegamd learning and presents hypotheses on

leadership practices that could form the basi®fopirical research.
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Chapter One
Distributed Leadership and its Impact on Teaching ad

Learning in Post-primary Schools

1.0 Introduction

This introductory chapter outlines the aim of tHeesis and explains the author’s
perspective on the research. It places the resdapib in the context of the current
situation in post-primary schools in Ireland andlioes some of the reasons why the

research is relevant at this time.

The aim of this thesis is to explore the concepdisfributed leadership and the influence
and impact leadership practices have on teachiry laarning. In researching these
questions with teachers, deputy principals andcjpals the thesis aims to support schools
in becoming more aware of their own leadership g@fons and practices, with particular
reference to the possibilities offered by distrdzitleadership to positively influence
teaching and learning.he outcome of the thesis will hopefully providesfu insights to
advance leadership practices in Irish post-prinsetfings. The study is set within three
post-primary schools, specifically chosen becaukéheir previous engagement with
professional development for school leadership.|&hiis is not a large enough sample to
be a representative one in a scientific senses itonsidered that many of the issues

explored in depth are typical of the three kindsaifool.

“I'm not a leader, I'm just a teacher”.
This comment was made by a teacher to the authatherfirst day of a professional
development programme for middle leaders of postgmy schools in Ireland. While many
teachers would not agree with this statement,ptwrad the imagination of the author and
prompted questions about the work she was invoiwedeadership development for
schools (see Appendix 1). In similar profession@velopment work with principals and
deputy principals the basic assumption that theyewa leadership roles was not
guestioned. However, when the programme was extetaléeachers, it was evident that
not all teachers saw themselves as leaders, evaheyf held designated posts of



responsibility in their schools (See Appendix 2 description of the Post of Responsibility
structure in Irish Post Primary schools). This ppoad the author to explore the idea of
leadership as it is distributed throughout the sthas the programme in which the teacher
quoted above was participating had the expresatinteof helping participants to develop

their leadership, it was important that they wowdknowledge their potential for

leadership. What became apparent was that, althoagty teachers engage in significant
leadership activities, leadership rarely featuredheir educational discourse, thus leading
to lack of clarity about what it means to be a bkesicand a leader, when not holding the

position of principal or deputy principal.

The approach taken by the author is based on themgion that a teacher’'s leadership
role begins in the classroom with the influenceythave on their students but extends
beyond the classroom to working collaborativelyhmiiolleagues. The thesis, therefore,
examines the issues related to the teacher aselegrrofessional development among
teachers, and the extent to which teachers engadmlpogue with colleagues, introducing
and sharing new ideas and working as part of a .tdauking beyond the individual

classroom, a teacher’s leadership role may exititkir contribution to the school climate
and culture. Leadership at this level may be ‘pas#l’ or not; teachers may hold a post of
responsibility or an agreed position outside thst gtructure, e.g. subject co-ordinator. On
the other hand, they may hold no formal positiort lmay be influential with their

colleagues. Leadership at this level, being locatede to the site of student learning, may

have a significant and direct influence on teaclaind on the general learning environment.

Distributed leadership has been interpreted in nuifigrent ways, but incorporates many
of the concepts outlined above such as teachdeaaters, influence over colleagues and
contribution to school climate and culture whetbenot in formal positions of leadership.

Chapter Two analyses and critiques the literaturalistributed leadership and includes a

definition of it that is used for this thesis.



1.1 Research Questions
The first research question of this thesis will redd principals’, deputy principals’ and
teachers’ understanding of distributed leadersimg eaompare this with the definition

arising later from the literature review. That figaiestion is:

1. How do teachers and principals understand the cphoédistributed leadership?

If the key features of distributed leadership aensto contribute positively to the school,
then how are these features encouraged and sugpamtk how is leadership capacity
developed throughout the school? Believing thatrtiveal purpose of school leadership is
leading learning, the focus of the thesis is onléeship activities that enhance learning. If
one accepts the evidence from the literature tHatteve schools have a collaborative
culture, encourage the development of team work dewlop leadership throughout the
school (Mulford et al 2003, Grant 2006, Muijs andrits 2007), then one sees the teacher
as a central link in the process of leading leayniot just in their own classroom but also
among their colleagues. This leads to the secordtiun being asked in this research:

2. How does the concept of distributed leadershipuaderstood by the teachers,

principals and deputy principals, link to teachiagd learning?

A further reason for carrying out this researchsarérom concerns expressed by many
principals that they were finding it difficult arathallenging to be educational leaders. Their
time seemed to be dominated by issues of an admaitv® or managerial nature,
necessitated by the current culture of compliamzkaccountability. While the principals’
influence on student learning may be indirect, tiogless the literature shows that their
influence on the learning environment is significé®outhworth et al 2004). In particular,
their work with (and through) the teachers can hawesiderable implications for student
learning. This includes delegation, distributed ahdred leadership. Different leadership
practices will impact in different ways. The pripal and/or deputy principal may set up
structures that enable teachers to work togeth@ough the vision and values articulated
3



by the principal and deputy principal, teachers rhayencouraged and empowered to be
innovative and creative and to work collaborativelith colleagues, parents and other
members of the school community. On the other hdnthere is no shared vision or no
support from principal/deputy for innovation or ne&ork, then the potential for the
development of leadership throughout the orgamisais likely to be diminished. This

leads to the third question to be addressed irthless:

3. To what extent do the principal’'s / deputy prindipaown leadership practices
enhance teaching and learning in the school? Dosehegractices include

distributing leadership?

1.2 Contextual Factors

A study of distributed leadership is particularlynély, as a number of Irish and
international studies have highlighted the needédadership to be distributed throughout
the organisation and the possible advantagesnmstef school improvement and enhanced
learning. (NCSL 2004, LDS 2007, OECD 2008, Mulf@@08). The contextual factors in
Ireland, outlined below, currently impinge on sclsoand support the idea that leadership
should not reside solely with the principal but wldobe spread across the school as an
organisation. The concept of distributed leadersisian appropriate response is explored

in this thesis.

“Improving School Leadership” - OECD 2008

The OECD reportmproving School Leadership: Policy and Practig@ECD 2008), and
the Irish Country Background Repamiproving School Leadershi.DS 2007), recognise
the complexity of schools today and recommendsdik&ibution of leadership roles and
responsibilities in order to improve and enhan@heng and learning and to relieve the
burden of work on principals. It supports the depetent of positional leadership such as

middle management for a number of reasons:-

Middle management, embodied in both formal andrméd roles and teams, seems
to hold much promise for relieving senior managenbemmden and capitalising on a
wider range of expertise closer to the locus oafplication. (OECD 2008a)

4



This thesis examines closely the role played bydieicnanagement. In the Irish context,
the formal roles are taken to mean the post-holdmth assistant principals and special
duties teachers. Informal middle management rotesirderpreted as subject department

co-ordinators working with their subject teams.

The OECD report (2008) suggests that if principss recognise and capitalise on the
expertise that teachers have, there is potentiahfprovement in teaching and learning. By
developing their leadership capacity, teachersigthmence each other to explore new and
improved pedagogical practices. It is thereforeessary to see post-holders and subject
department co-ordinators as leaders of learnintgarschool. This concept will be explored

in this thesis.

Throughout the OECD report the educational leadensite of the principal is emphasised
but there is also recognition that the wide-rangilegnands placed on principals prevent
them from giving sufficient time and attention tieeir educational role. What are the
educational leadership practices that best seaahieg and learning? Among them may be
the development of middle management with a viea tayered approach’ to influencing

improvement within classrooms. As mentioned abdis, thesis explores the practices of
the principal and deputy with reference to theftuence on teaching and learning. This
includes an analysis of the leadership roles astmtiwith the posts of responsibility

structure and the nature of the engagement of timeipal and deputy with the post-

holders.

Changing Nature of Trusteeship

Since the Education Act (1998), the governance madagement of Irish post-primary
schools has been changing. All schools are nowinejtio have a board of management.
The role of the patron / trustees has also beemetkin the Education Act (1998). The
voluntary secondary sector, representing 400 outhef 735 post-primary schools, is
currently undergoing significant changes relatedsthool ownership and governance.

These schools have traditionally been owned, g&derand managed by religious

5



congregations or diocesan bodies. Until the nimetemghties, the principals of these
schools were generally members of their respecéigious congregations or dioceses and
were supported in their work by the congregatiohe Tntroduction ofThe Articles of

Management{AMCSS 1989) was one of the first signs of thengiag nature of the

leadership of these schools and set out the bhtefmi their management by lay people.
While the continuation of the ethos is being enduteough the setting up of new trust
bodies, the schools will not have the same leveupiport from the congregations for work
such as building and maintenance that many schamis enjoyed in the past. This is likely

to impinge on the educational leadership role efghincipal.

The Teaching Council: Codes of Professional Practicand Behaviour

The code of professional conduct for teachersetiew by the Teaching Council of Ireland

(www.teachingcouncil.ie2007), promotes a professional approach to tegchimat
acknowledges the educational leadership role pléyedll teachers. It clearly states that
their role extends beyond their own classroom tokug collaboratively with colleagues,
management, parents and external agencies to lmatetiowards a high quality education
system. The code also suggests that change widdaered within some classrooms, which

involves leadership on the part of teachers, ppaisiand deputy principals.

The Teaching Council Acts (2001 and 2006) were gmniicant development in the
professionalisation of teaching in Ireland. Undlee terms of these Acts, the Teaching
Council was set up “to establish, publish, reviemd amaintain codes of professional
conduct for teachers which shall include standastideaching, knowledge, skill and
competence” (Section 6(b)(i)) TC Act 2001). The Goiliis a statutory body which is
based on a partnership model of self-regulati@odes of Professional Conduct for
Teachers2007 p.7). The Council includes among its corai@slthe quality of education,

collegiality, collaboration and cooperation.

It is noteworthy that the Codes of Professional diat for Teachers (2007) document

explicitly states that



Teachers work in collegiality with colleagues ie tihterests of sharing, promoting,
developing and supporting best professional practic

Teachers work collaboratively with students, paesthool management, teacher
educators and other professionals in developingeshgoals towards the
achievement of high quality education for all.

Teachers engage in a professional manner with itherwommunity including the
partners in education, co-professional and relatkatational bodies and agencies,
as appropriate, for the benefit of students. (fbib)

These guidelines represent significant changesadatipes for some teachers. For example,
they explicitly state (ibid p.27) that teachersabish classroom management strategies that
support differentiated learning in a way that respdehe dignity of all students. Change
needs to be supported. New skills are invariablguired in this event and the
acknowledgement that teachers can share experosedes the potential for developing
leadership among teachers in the school.

Irish Education Policy

Many policy documents issuing from the DepartmenEducation and Science (DES) in
recent years advocate a ‘whole school apprdadttiis term, as used in DES documents,
refers to the involvement of all members of stpHrents, board of management and other
partners, as appropriate, in the organisation ef gbhool. It suggests a collaborative
approach: teachers being more aware of, and ingddlveissues that affect the quality of
educational provision in the whole school, not justheir own individual classrooms. It
implies that teachers, parents and others arevedain team-work and decision-making.
This type of collaboration requires leadership, tlbe this is formal or informal. It is
unlikely that one person can provide all the lealigr required in this context - a form of

leadership that is distributed throughout the stiwmore likely to be effective.

! Examples include Transition Year Guidelines (DE®S), Looking at our Schools: A Guide to Self
Evaluation for Post Primary Schools (DES 2003), #ide to WSE (DES 2006) and Inclusion of Students
with Special educational Needs: Post Primary Gindsl(DES 2007).

7



This has major implications for the leadership sodnd practices of the principal and
deputy principal: their approach to decision-makamgl how they involve others in this. It
also has implications for the structures and omgin of the school, for example,
allocation of formal leadership responsibilitieddgroviding opportunities for teachers to

work together.

Examples of the ‘whole-school approach’ can be dbumthe DES documents on whole-
school evaluation (WSE). WSE has recently beemdhired to post-primary schools in a
formal, structured fashion. It is a process of exdeevaluation by DES inspectors of the
work of schools. The process is designed ‘to morated assess the quality, economy,
efficiency and effectiveness of the education sygpeovided in the state...” (Education Act
1998 section 7 (2)(b)). ‘Whole school evaluatioraigollaborative process involving the
teaching staff, the management of the school, peuwserd studentsA Guide to WSEDES
2006).

Although the term ‘leadership’ is not specificaliyentioned in the published guide to
whole-school evaluation (DES 2006) or in the frammgiwdocument for WSH, ooking at
Our Schools(DES 2003), the implications for educational leatigp within schools are
significant. For example, one of the areas of eatadn is “the quality of curriculum
provision and the quality of learning and teachimgubjects”. The guidelines advocate a
partnership approach and clearly outline the “iafice and involvement of parents,
teachers and students themselves as a factor ammdeing the needs and interests of
students” (DES 2003 p.17). Interdisciplinary projeork (ibid p.19) and evidence of cross
curricular planning and integration (ibid p.25) leet the need for teachers to work
together. This partnership approach implies extandheir level of involvement beyond
their own classroom to working with colleagues pgadents to cater for the overall needs of
students. Thus, a whole-school approach is beisgifed in the expectation that this will
improve the quality of educational provision. Swchoperative work practices require new

and developmental forms of leadership.

Another example of the whole-school approach isired in theLooking At Our Schools

document (DES 2003), “support for students”, sectithe indicators imply collaboration:
8



the extent to which the school provides and sugpmtintegrated whole school
approach between areas of guidance, social, pdraoddealth education, links
with home, school and community, and pastoral AES 2003 LAOS p.37).

Collaboration will not happen without some formleddership.

A further example of the DES expectation, as exqaesn the WSE documentation, which
has implications for leadership can be seen inwlequotations below:

the extent to which in-school management involia# 81 decision-making,
through delegation of responsibility where appraiari

the extent to which in-school management activesgdrs a partnership approach
with staff in agreeing on and achieving the aimthefschool (DES 2003 LAOS

p.8).

Both of these references highlight the significanié played by teachers in leadership and
decision-making. It is interesting to note thatgfrent reference is made to the ‘in-school
management team’ and there seems to be an assarttiosuch a team exists and that it
is a decision-making team. However, it is not cledrat is understood by ‘in-school
management’ in this document — it may mean thecypal, deputy principal and the
teachers holding posts of responsibility. This gtudcludes an examination of the
leadership role that post-holders play.

In 2007, the Inspectorate of the DES publisRedt-primary Guidelines for the Inclusion
of Students with Special Needis.this publication, the ‘whole-school approach'cisarly

emphasised: “within the framework of a whole-schapproach to inclusion, mainstream
teachers have the principal responsibility for leag all students” and “the principal has
the overall responsibility for the development antplementation of inclusive school
policies and procedures in relation to the eduoatibstudents with special needs” (DES
2007 p. 64). A ‘whole school approach’ to inclusi@guires an amount of collaboration
and teamwork. It also provides opportunities faacteers to play significant leadership

roles.



A further example of the ‘whole school approachh de found inGuidelines for Second
Level Schools on the Implications of Section ©{dhe Education Act (1998)elating to
students’ access to appropriate Guidarftlee development and implementation of the
school’s guidance plan is a whole school respolit§ib{DES Inspectorate 2005, p.8).

The examples above illustrate the expectation byDES that the school community, i.e.
students, teachers and parents, work together poowa the education provision for all
students. The level of teamwork and collaboratiequired to meet these expectations is
significant and the structures and culture of @feosl| will have a significant impact on the
success of this work. In this context, it is appraie to study the distribution of leadership
throughout the school and the scope for developaaglership capacity as teachers are
given responsibility, decision-making power andeadership role to address the issues

outlined above.

1.3 Structure of the thesis

This thesis sets out to explore the understandirdjstributed leadership in three schools
and the connection between it and improving teagtand learning. Given the current
recognition of the complexity of school and the ramkledgement that leadership is
required from more than one person, the questi@nsexploration, as outlined above, focus
on perceptions of distributed leadership and haat dan impact teaching and learning in

schools.

Within the first question, what do the researchtipigants understand by distributed
leadership?, a number of ‘themes’ will be examinfed;example, middle management /
posts of responsibility positions, and the need tlachers to work together to take
responsibility for the school as a whole, not jtesiching in their individual classrooms.
Many of these themes are set out as expectatioasstditutory or quasi statutory nature
through the Teaching Council Act or DES Guidelirigst how are these expectations met?
This thesis contends that they cannot be met withitraditional autocratic form of

leadership. They require that leadership be digteih throughout the school and that the
professional contribution of each teacher be reisegh They also require a particular

10



school culture that provides an atmosphere wheaehtss are empowered to make
meaningful contributions to the school as a whdlhis incorporates the concept of
working together to create a positive learning esrvinent across the whole school, not just

in their own individual classroom.

Leadership is required to enable teachers to wogether, become involved in whole-
school issues and take responsibilities beyondr tbkeissroom. But where does this
leadership come from? The OECD (2008) highlighte theed for more middle
management, but that is not sufficient for a schoaperate in the ways suggested above.
The prevailing culture in a school has a very pdweimnfluence on the educational
experience of the students, hence the importanckstibuting leadership throughout the

school.

Many of the concepts or themes outlined above, aljaboration, collegiality, working
together etc. are addressed in the literature sinlalited leadership. Chapter Two explores
and critiques this literature. In particular, therw of Spillane and Duignan is examined,
distributed leadership concepts are linked to teclnd learning, and the educational
leadership role of the principal is outlined. Keafures are identified and used to form an
understanding of distributed leadership for thistk.

The research is carried out in three post-primahosls with teachers, deputy principals
and principals. Preliminary research was carrietlioua different school to clarify the
research questions. Chapter Three outlines thangsenethodology used and the reasons

for choosing that methodology.

Chapters Four, Five, Six and Seven present the glatiaered, with commentary and
analysis. Chapter Four outlines a profile of eathhe three schools and discusses and
analyses the findings from the teachers’ questimesaschool by school. This is a case

study of the teachers’ understanding of leaderahgleadership practices in each school.

Chapter Five presents the aggregated questionegpenses along with the findings from

the focus group discussions which further exploqgatticipants’ understanding of
11



distributed leadership. This chapter includes mdy eeachers’ perceptions, but also those
of the principals and deputy principals. It als@lgses the leadership role of post-holders
and the implications for developing leadership cétgan the schools.

Chapter Six examines the data linking distributeadership to teaching and learning and
Chapter Seven outlines and examines the principald’deputy principals’ perspectives on
their educational leadership role in a distribuestlership context.

The concluding chapter, Chapter Eight, synthegtseslata, refers to relevant literature and
presents overall conclusions from the researchoiRetendations for further research or
action are also provided.

1.4 Expected outcomes of the thesis

By working with a small number of schools, oneltd expected outcomes of this thesis is
that attitudes and practices associated with wétirmed educational leadership might be
promoted more widely in schools, with beneficiahsequences for the quality of teaching

and learning.
This research work presents an articulation ofrithsted leadership as represented in the

literature and understood by teachers — to the flbeok policy-makers, professional

development providers and practitioners.
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Chapter Two

An Exploration of Distributed Leadership: Literatur e Review.
2.0 Introduction

Research in the UK and the USA shows that leadeistone of the most important factors
in making a school successful (OECD 2008, Harri®420 eithwood and Riehl 2003,
NAHT 2000, King et al 1996). In the USA the reséaooncluded that leadership has a
significant effect on student learning, second otdythe effects of the quality of the
curriculum and teaching (Leithwood and Riehl 2008)the UK, research also supports the
importance of leadership: where leadership is weekmore difficult for a teacher to do a

good job.

Where it is effective ... staff and pupils are éetnotivated, people know what is

going on because communications are clear and dreggand everyone feels they

are pulling together and working towards sharedsgg2ay, Sammons et al 2007).
But leadership is a very broad concept. Distribuéadlership is one form of leadership that
is prominent in the current educational discouts$es thesis sets out to explore the idea of

distributed leadership as a means of enhancin@pitegand learning.

This chapter will explore and critique the conceptistributed leadership as presented in
the literature. This exploration has both an amalghd a normative purpose, neither of
which can be treated in isolation of the othercsieducation itself is a normative practice
from the start. (Peters, 1966, 25; Dewey 1938, P68 section 2.1 distinctive features of
the approaches of two prominent researchers oraéidoal leadership, James Spillane and
Patrick Duignan, will be explored and compared.sT$ection will conclude by outlining
the key features of distributed leadership andnitedi a concept of distributed leadership
that will be used for this thesis.

The second section, 2.2, will outline the connechetween distributed leadership and the

quality of teaching and learning. Concepts suchieasher leaders, collaborative work
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practices, teamwork, learning communities and asgdional learning have all been linked
to distributed leadership. This section will exaenthese concepts with a view to providing
some insights on how teachers might work togethentance teaching and learning.

The third section, 2.3, will examine the connectimtween distributed leadership and the
principal’s role in leading learning. What insigltkses the literature provide on the actions,
interactions or practices of the principal thattcdute to the learning environment in the
school? The principal’s role in leading learningynb@ direct or indirect and by developing
leadership throughout the school principals cagngfthen their influence, albeit indirectly,

on student learning.

Drawing on the insights from research literatureéiewed in the body of the chapter, the
conclusion will put forward some key constructs, conceptual features, of distributed
leadership in educational contexts, which will sems a theoretical framework for the
exploration to be undertaken in the succeedingtensp

2.1. Distributed leadership
An emerging idea

The idea of distributed leadership is not a new. dwsefar back as 1984, Murgatroyd and
Reynolds stressed that “leadership can occur atiaty of levels in response to a variety of
situations and is not necessarily tied to possessi@ formal organisational role” (cited in
Law and Glover 2003 p.37).

Throughout the 1980s and 1990s, the idea of dig&thleadership was taking shape. The
practice of developing teacher leadership was beixgjored and promoted (Deveney
1987; Lieberman 1988 and Weiss and Cambone 1994s lbnd Marks 1996 and Wheatley
1999). This was a wide-ranging concept, incorpogatideas such as teachers working
together in teams and teachers taking a varietgggonsibilities within the school. On the

positive side, it was considered beneficial to etid if teachers discussed their practice
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with colleagues, gave and accepted critiques of therk and were open to learning from
each other. However, this interaction between te@ctvas not always easy to achieve. The
idea of teachers working together on teams extemddtie concept of ‘teacher leaders’

which will be explored further in section 2.2 below

Another perspective on the research on distriblgadership at this time did not confine
the teachers’ engagement to pedagogical issudsrbadened the scope of their leadership
to decision-making in the overall operation of tbehool. These concepts of shared
decision-making and the democratisation of the skivere evident in studies by Greenleaf
1966, Weiss and Cambone 1994, and Hallinger ank HB66. Their findings differed;
Hallinger and Heck, for example found a paucityewidence linking distributed leadership
to improved student outcomes and Weiss and Camiooine that teachers’ involvement in
whole-school change could detract from classrocanhtieg. On the other hand, Greenleaf
found a positive effect on teacher efficacy anetlswf morale.

These early studies are already identifying diffgrinterpretations of distributed leadership
and its impact on the school. The concept of teacthwrking together to improve their
teaching practices is a move away from the isaladod individualism of teaching as
highlighted by authors such as Lortie (1975, cite@pillane 2001) and Fullan (1993) and,
in an era of rapid and significant change, it weseatial that teachers would work together
rather than separately. Teamwork was one of thetstral changes that supported the

introduction of new curriculum content and methadyés.

Distributed leadership: two key theorists, Spillaneand Duignan

In the current educational leadership discoursstriduted leadership has a variety of
interpretations. The work of Spillane and Duignavg eminent researchers on the topic, is
examined and analysed below. Both researchersdisvbuted leadership as being central
to the teaching and learning process in the schodl agree that leadership involves all
members of the school community, not just the gp@icand deputy principal.

Spillane argues that leadership happens in a yaoifetvays throughout the school and is

centred in the interactions between people. “Dejgndn the particular leadership task,
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school leaders’ knowledge and expertise may be dgdbred at the group or collective
level rather than at the individual leaders lev@pillane, Halverson and Diamond 2001
p.25)

In what he calls the “leader plus” aspect, he ras®s that leadership roles are played by
multiple individuals, whether in formal or informgbositions. “People in formally
designated positions and those without any sucigolsons can and do take responsibility
for leading and managing in the schoolhouse” (8péland Diamond 2007 p.7). Therefore,
his distributed leadership perspective is neith&spadown nor a bottom-up approach but
recognises that leadership roles are played bgréift people at different times.

Spillane’s theory of distributed leadership moveydnd individual agency and the study
of what leaders know and do to exploring how lead#ink and act in situ. In using
distributed cognition and activity theory as theibdor his study of leadership practices, he
identifies the social context as an integral congmbnHe identifies “the tasks, actors,
actions and interactions of school leadership ag tinfold together in the daily life of the
school” as contributing factors to distributed leeship in schools (Spillane, Halverson and
Diamond 2001. p.23.)

He highlights not only the interaction between gepput the interdependence between the
people and their context. “The interdependencehef ihdividual and the environment
shows how human activity as distributed in theratéve web of actors, artefacts and the
situation is the appropriate unit of analysis fiudying practice” (Spillane et al 2001 p.23).
To illustrate this he gives as an example a pdotding a plane using his own skills, the
instruments and controls of the plane and takitg account the weather conditions and
the state of the runway. In the school context thterdependence exists between the
teacher, the students they teach, their subjedarttepnt and the overall school culture and
context. Spillane explains the idea further by tietathree types of co-leadership practice;

collaborative, collective and coordinated.

Collaborative leadership distribution is carried out by multipdgaders working together at

one time and place, e.g. leading a faculty meeting.
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Collective leadership distribution occurs when the work @idiers is performed separately
but is interdependent, for example, an assistaincipal making a number of visits to
classrooms, giving formative evaluations and thieggal making the formal visit and

giving summative evaluation.

Coordinated leadership distribution refers to leadership rcegithat are carried out in a
sequence, for example, using data from standardissgssments to influence instruction. A
series of steps is required from the initial adsteming of the tests, to analysing results to
presenting information in an appropriate format fliscussion at faculty meetings.
(Spillane and Diamond 2007 p.8)

Organisational routines, artefacts and tools atepaft of the process that links the
interactions of multiple leaders to their situatiasr context. Spillane describes
‘organisational routines’ as “repetitive, recogmiga patterns of interdependent actions
carried out by multiple actors” and they includay, €&xample, grade level meetings, faculty
meetings, teacher evaluations, school assembligs |@eracy committee meetings
(Spillane, Halverson and Diamond 2001). Artefaatsl &ools serve as go-betweens in
interactions among people. Examples include cuaicdirameworks, templates and

observation protocols.

Spillane also recognises the contribution, positivaeegative, that organisational structures
can make to leadership practices. He is partigularindful of how they can isolate

teachers in their classrooms: the “egg-carton” wiggion, as described by Lortie (1975).
Structures are created by school leaders but theybe fluid and changed. School leaders
can create and recreate structures by their actiodsthe actions of others in the school.
Changing the practice can lead to improvement; am@le given by Lortie is that of

setting up a breakfast club for teachers, whicharaate opportunities for dialogue among

teachers in an otherwise “egg-carton” structure.

Spillane states that the distributed perspective lma used as an analytical tool to frame
research on school leadership and management saamdiagnostic tool for practitioners to

examine and improve their practice (Spillane 2007).
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Putting the distributed perspective into practiceans focusing on the practice of
leading and managing, looking at the formal andrimial organisation in tandem,
attending to followers and focusing on the situadicas a defining element of
practice, not just a backdrop (Spillane 2008).
Highlighting the importance of looking at the infioal situation in schools Spillane cites an
example from his own research on teachers getiilvic@ about their subject. He notes
that there is huge variation between schools akow this happens. While formally-
designated leaders were responsible for none ofathéce-giving interactions in one
school, they were responsible for 82% of theseactens at another. The influence of one
teacher over another can have a significant impacteachers’ work and is, of course,

central to the concept of distributed leadershigl{&he 2008).

Another key feature of Spillane’s work is that leeship is embedded in the vision of

improving teaching and learning.

A distributed perspective is NOT a recipe or a ptug for practice, it is a
framework for focusing diagnostic work and a guitte help us design for
improving practice. It's about practice and impnment. We must engage with the
practice of leading and managing teaching and ilegrnimproving practice
involves the twin processes of diagnosis and desfgrdistributed perspective
provides a framework for diagnosis and design w8Budhool staffs are key agents in
this work. (Spillane 2008)
Perhaps one of the major contributions of Spillangbrk is that he provides us with the
vocabulary and the tools to explore leadership dhosls. In summary, his theory of
distributed leadership incorporates a number of fegtures: leadership is enacted by
multiple players, not just the principal - it istreoview of leadership that takes a top down
perspective; it is a practice that occurs througbpte interacting with each other and co-
leading in different ways; there is interdependebeéween leaders, followers and the
situation. Leaders influence followers and shajedr thractice particularly in relation to the
core work of the school, teaching and learning. Pphaedicular context of the school is
important and will influence and be influenced hg teadership practices that occur. The
distributed leadership perspective is a framewbét tan be used to focus on teaching and
learning and plan for improvement. It is an expliora of leadership as practice and

influence, not as power and authority.
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Patrick Duignan’s work presents an interestinggui of distributed leadership, which, he
claims, may be more evident in the rhetoric rathan reality of many schools. While he
acknowledges that “the idea of sharing leaderstspansibilities more widely in schools is
desirable because leadership of contemporary sehedloo much for any one person”
(Duignan 2007 p.3) he questions what it is that is being distiél. He challenges
distributed leadership as being ‘the way to dowithich seems to be the accepted practice
in education today. “The language of distributecddiership may actually provide
practitioners with the comfortable and comfortiremnse that if they distribute duties, tasks
and responsibilities, the leadership density, cipand quality of their organisation will
be greatly strengthened” (Duignan 2007 p.2). Haiesghat while this may be the case,
there is an equally strong chance that it will bet He suggests that distributed leadership
cannot be practised in schools which operate withhierarchicdl paradigm. He places a
strong emphasis on trust and highlights the neeademwtify a “moral purpose for sharing
leadership practices around maximising opportunidied outcomes for students” (Duignan
2006 p.14).

Duignan argues that “leadership is an influencingcpess effected through authentic
relationships and, as such, does not lend itsellistribution, especially if this term is
interpreted within a hierarchical and/or controtggthgm” (Duignan 2006 p.15). However,
what he does encourage and promote is the develdpwie leaders within each
organisation, and a development of an “alloweddeaHeader” culture. The process of
developing these leaders, however, while not eiiylistated by Duignan is suggested
through the manner in which the principal carries lns/her leadership role. For example,
he suggests that principals should stop behavin§ they’re leading followers and start
acting as if they're leading leaders. He also satgy¢hat they actively seek out talent
within the organisation and ask the question “doséh who work with me grow as
persons?” Finally, he asks if principals are prowgduser-friendly mediating processes and
structures to empower people with regard to maklegisions which profoundly affect

their lives.

Zin his address to a Catholic Education Conferémdustralia in July 2007

% By hierarchical, he means based on power and dtythoDuignan 2006 p.107
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Duignan’s approach, then, rejects the idea ofitisied leadership if it is operated in either
a hierarchical or control paradigm. He sees theeraind necessity of sharing leadership,
particularly in the area of decision-making whdes @affects the lives of those involved. In

difficult ethical situations he considers it pam@rly important to share leadership. His
critigue and his views are founded on ethical pples and in particular draw on the

concepts of community, the common good, the prieayh subsidiarity, servant leadership

and love-driven leadership (Duignan 2007).

Duignan advocates shared leadership and defirass‘d product of the on-going processes
of interaction and negotiation among all school rhera as they construct and reconstruct
a reality of working productively and compassiohategether each day” (Duignan 2006
p.107). This is not seen as merely splitting thsgabut requires a mind shift — the principal
must be prepared to ‘let go’ the idea that leadprsb hierarchically distributed.
Assumptions about leadership - such as those uimdéng power, authority, influence,
position, status, responsibility and accountabHiglso need to be articulated, critiqued and
adjusted if necessary. The quality of relationslgp=satly influences everything else in the

organisation.

Duignan’s concept of distributed leadership consragith Spillane’s in that he places a
heavy emphasis on community and relationships. mant theory penetrates the
organisation as a whole and could be described athécal view of distributed leadership.
His theory rests on the empowerment of individuaisugh the recognition of their worth
as people. The community aspect of it tries to enthat a sense of unity and shared vision
prevails. In contrast, Spillane states that “lead#on’t have to see eye to eye or even get

along with one another to co-perform leadershigin@s and tasks” (Spillane 2007 p.11).

In conclusion, both Spillane and Duignan recogitise leadership is not solely the remit of
one person at the top of the organisation and adgothat leadership and leadership
development are relevant to the central purpossclbol — improving student outcomes.
However, Duignan rejects the term ‘distributed Eratflip’ as it does not necessarily create
a sense of community within a school. Many of thecpices and interactions described by
Spillane could be carried out in a hierarchicatisgtwithin a paradigm of power and

control.
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Spillane highlights the ‘follower’ concept but ackmedges that different people may be
‘followers’ and ‘leaders’ at different times. Duigm places a strong emphasis on the sense
of community that must exist in a school and theeptally positive impact of developing

each member of the community as human beings.

While Spillane acknowledges the importance of oigstional structures as part of the
interdependence between leaders, followers anditin@tion he does not explicitly outline
the role or responsibility that the principal hasshaping the situation or in developing

people in the way that Duignan does.

For the purpose of this thesis, the term distriddeadership will be used. However, in
using the term, it is understood by the authomtmiporate Duignan’s concept of shared

participation in leadership and an awareness ofd¢imérality of community.

Other Features of Distributed Leadership

Before concluding this section on distributed leatg a number of additional key features
will be outlined. Firstly, the concept of middle#ership and formal roles will be explored
in relation to distributed leadership.

Distributed Leadership: middle leadership and rolasd positions

Both Spillane and Duignan agree that the concemtisifibuted leadership goes beyond
formal positions. While these formal positions magt be central to the concept of
distributed leadership they cannot be ignored. Dépg on the system in place in an
individual school, the teachers appointed to thmsstions can play a significant leadership
role. Formal leadership structures also influencé impact on the interactions of leader,

follower and the situation as defined by Spillane.

The OECD reportmproving School Leadershi2008b) recognises that the expansion and
intensification of the role of the school leaderam® that education systems need to adopt a
broader notion of school leadership and acknowledgecountries are now experimenting

with different ways to better allocate and disttébtasks across leadership teams.
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Within this context, middle leaders are recogniaegblaying a key role in the leadership of
schools. Middle leaders are teachers with formaitmms of leadership and responsibility.
The nature of the responsibilities varies from douto country and can be curricular,
pedagogical, pastoral or administrative. Some c@mstappoint a middle leadership or
middle management team, while others allocate sludretasks to individual teachers. In
some cases teachers in positions of principal, tyepu assistant principal are considered
to be middle leaders while in other cases, classrmachers who have responsibilities in
specific operational areas, like subject headsonmselling duties, are considered to be

middle management.

An analysis based on statistics from the First PEsddy (2003 in OECD 2008b p.75)
shows that by far the greatest responsibility disted to teachers, including department
heads, are around curriculum and student poliétesponsibility for human resources or
financial resources is not generally distributeddachers; they are more likely to reside
with the board and/or the principal.

The purpose of this ‘layer’ of formal leadershipriga from country to country, for
example, to improve classroom practice, to supgtutient learning through pastoral
support or to reduce the workload of the principalcarrying out administrative tasks. “In
Flanders, many of the stakeholders mentioned thddlen management is of utmost
importance to allow the principal to focus more the school’s educational project”
(OECD 2008b p.80).

While the OECD is advocating the adoption of a dewanotion of school leadership, and in
its 2008b reportmproving School Leadershif uses the term “distributed leadership”, it is
clear that the interpretation of distributed leatigy is in defining roles and responsibilities
and demarcating specific duties to teachers in @&brhieadership positions. This is a
different interpretation of distributed leadersHiom that of Spillane or Duignan as
discussed above. However, the role of middle lesaddl be included in this research, in so
far as it recognises that teachers with posts sgaesibilities in Irish post-primary schools
would be considered ‘middle leaders’ in the OECDeipretation but they are also
members of the school community. This thesis wHplere their leadership role as

perceived by themselves and their colleagues.
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In a comprehensive review of the literature onritisted leadership carried out for the
National College of School Leadership in the UK Mis et al 2004) three key features
were identified:-

« Distributed leadership as an emergent propertptefaction

« Distributed leadership as recognition of expertise

» Distributed leadership suggests openness of boiasdar

Distributed leadership as an emergent property meraction

One of the characteristics of distributed leadgrshi“an emergent property of a group or
network of interacting individuals” (Woods et ald) p.441). Gronn terms this pooling of

energies ‘concertive action’ and suggests that

it is about the additional dynamic which is thequrot of conjoint activity — where
people work together in such a way that they ploeirtinitiative and expertise, the
outcome is a product or energy which is greaten tha sum of their individual
actions(Gronn 2000, 2002a,b in Woods et al p.441).
This may be compared to Spillane’s definition astdbuted leadership as “the collective
properties of the group of leaders working togetbeznact a particular task, leading to the
evolution of a leadership practice that is potdlytimmore than the sum of each individual's

practice” (Spillane et al 2001 p.25).

Theories on teamwork share the view that workingetber produces results over and
above what would be expected from individuals wogkalone. The literature on teamwork
often makes the distinction between formal andrimfd teams but suggests that both types
operate best in a culture that fosters an openatdimnd where relationships are based on
trust, mutual protection and support (Belbin 208@&s et al 1989, Wallace and Hall 1994
cited in Woods et al 2004 p.447).

Teamwork is a key element of distributed leaderghiprris 2004 in Ritchie and Woods

2007) in that the nature and purpose of distriblgadership is “the ability of those within

a school to work together, constructing meaning &mibwledge collectively and

collaboratively” (Lambert 1998 p.5). However, thestence of structured teams alone does
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not constitute distributed leadership. In fact,triisited leadership practices may not
emphasise the formal structured approach to teaknluarrather acknowledge that groups
of teachers work together as appropriate in oml@chieve a particular objective at a given
time. This would mean that the leadership of teaosld vary according to the task in

hand, the teams would not necessarily operate nwighhierarchical structure and their
constitution would depend on the function and dijecof the team. Leadership of, and
within, the teams may vary, thus providing oppoitiufor the emergence and development
of leadership across a number of people, whetherobithey are in formal positions of

leadership.
Distributed leadership as recognition of expertise

Another distinctive characteristic of distributegdtership (Woods et al 2004 for NCSL), is
that the distribution of leadership varies accogdia expertise. There is recognition that
various tasks require different expertise and #ilthe expertise does not reside in one
person at the top. Schools nowadays are complenmations and therefore it is too much
to expect that they can be led by one person. foheeof principal is now so complex and
demanding, that it is unrealistic to think that ame person can discharge the role without
the assistance of considerable number of colleadpais from the teaching and the support
staff” (Martin 2006). This is particularly signint in the context of leadership for
improved learning as it is recognised in the litigra that the most significant influence on
student learning is the direct influence the teatlas in the classroom.

Elmore, along with Spillane and Duignan, argues ledership should be concerned with
improving instruction and that in this context #lells and knowledge that matter are those
that are connected to, or lead directly to the ompment of instruction and student
performance (Elmore 2000 p.14). EImore recognibas in any organisation people will
have different skills and competencies that arateel to their predispositions, interests,
aptitudes, prior knowledge and specialised roles.aeknowledges that some people will
do things better than others, either as a funcbbrtheir personal preferences, their
experience or their knowledge and argues therefdhat distributed leadership
acknowledges “multiple sources of guidance andctoa, following the contours of

expertise in an organisation, made coherent thrauglommon culture” (ibid p.15). He
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includes it as one of his five principles that g foundation for a model of distributed
leadership: “The roles and activities of leaderstigov from the expertise required for

learning and improvement, not from the formal deseof the institution”.

Recognising expertise at various sites within gteos| allows for a more fluid approach to
leadership than assigning formal roles and postiddbepending on the task in hand,
individual teachers, with or without formal posii® of responsibility, can suggest new
ideas, introduce new initiatives and influence pinactice of colleagues. Recognising that
expertise exists throughout the school can corttilba creating the culture, referred to by
Duignan, as the “allowed-to-be-a-leader” culturbisTcan be a powerful motivating force

for teachers, helping them to feel valued in tinerk.
Distributed leadership suggests openness of bouratar

The third distinctive characteristic as identified Woods et al (2004) is that distributed
leadership suggests openness of boundaries. Wistdbdted leadership is generally
explored from the perspective of the principal &atchers, it could also include students,
parents and those involved in governance and mamage It also raises the question of all
teachers being leaders or potential leaders. B2@B0) suggested that all teachers can
lead. Harris takes up the point in her statemeatitteachers harbour leadership capabilities
waiting to be unlocked and engaged for the goothefschool’ (Harris et al 2003 p.78).
She develops this point further by stressing thedlrfer professional development that will
create communities of learning and link professia®velopment and leading. “Teachers
who are engaged in learning with their peers arstiileely to embrace new initiatives and
to innovate” (ibid p.78). Distributed leadershipethies differ on this point. Spillane, for

example does not suggest that all teachers cazaders.

The OECD (2008) also recognises the openness ohdaoees and in particular the
leadership role of the Board of Management. It igits the different roles played by
Boards in different countries but recommends thatensupport should be given to Boards

so that they can play a stronger leadership roselmols.
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Related Issues

The concept of trust emerges from the literaturbeasg significant (Duignan 2006, NCSL
2004 and Ritchie and Woods 2007). Teachers neéeetdrusted and supported by their
principals and their colleagues. Trust is necesgagachers are to feel motivated in their
work and if they are to be allowed to initiate amiaty and take responsibility for decision-
making. Along with being trusted in their work, pé® also need support. People want to
talk about what they are doing — supporting these/ersations is an essential task of the
leader (Wheatley 1999). Trust, allied with supp@stan underpinning value within the

concept of distributed leadership.

Initiative, as an aspect of leadership, is anotmercept common throughout the literature
on distributed leadership. In Spillane’s work (2p68 highlights the concept of ‘reciprocal
interdependency’ and defines it as one leader’stipe becoming the basis for another
leader’s practice. This has been referred to as cilhculation of initiative’ in which the
individual initiates action and change, within thesources and constraints of his/her
organisational context, and, through this, contebuo the flow of activity and the shaping
of that same organisational context (Woods 20@8), p.

Mayrowetz argues that distributed leadership asammapacity building may be best
positioned to lead school improvement. He suggemsts distributed leadership promotes
the notion that by having multiple people engagetkadership, these individuals will all
learn about themselves and the issues facing tih@okdEventually the collective capacity
of the organisation will increase to the point whdéhe school can address its own

shortcomings (Mayrowetz 2008 p.431).

The literature on distributed leadership and orchea leadership almost always includes
reference to collaboration, collaborative work pices or collaborative cultures (Gronn

2000, Spillane 2001, Muijs, and Harris 2007, Gr2006). These concepts are self evident
when the definition of distributed leadership imdd#s interaction among colleagues,
leadership practices that ‘stretch over’ a numbigremple and the development of a sense

of community in the school.
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Distributed leadership: Barriers and challenges

The distributed leadership movement is a call é&adership to be shared throughout the
organisation in a more democratic fashion; “thedamental premise of the concept of
distributed leadership is that leadership actigisbould not be accreted into the hands of a
sole individual but, on the contrary, they shouéddhared between a number of people in
an organisation or team” (Storey 2004 in Mayrow#98). The questions must be asked,
however, whose interests are being served by péatidistributions? Are all distributions
intended to enhance teaching and learning? It $sipke that distributed leadership could
support the abuse of power. (Maxcy and Nguyen 2006ayrowetz 2008 p.429). Teachers
can become overstressed by shared decision-makétha benefits of participation do not
necessarily accrue to better teaching practiceodhé benefit of the school as a whole,
especially if teachers’ and organisational goaks aot well aligned (Mayrowetz 2008
p.429). Whether shared or democratic leadership lead to school improvement is
unclear, according to studies by Conway 1976, 1¥3shway and Calzi 1996, Smylie
1994, York-Barr and Duke 2004, cited in Mayrowe@a.

Distributed leadership for efficiency and effectiess has been contested. While some
advantages and benefits have been outlined, theralso risks that distributing leadership
will not add to school improvement. Leithwood armahtzi (1998) found that “higher scores
on total or distributed leadership in schools, mafi as both teachers and principals
engaging in leadership work, have actually beewoaated with lower levels of student
engagement.” Timperley (2005 p.417) concluded thatributing leadership is a risky

business and may result in the distribution of mpetence”.

Harris (2004) outlines some additional difficultieShe recognises that structural and
cultural barriers operate within schools which comnake it very difficult for some teachers
to show leadership. Jockeying for power positiona school can create a climate which is
not conducive to, for example, young teachers esgong their opinion, especially if it
differs from the traditional or prevailing opinio8uch action could be perceived as a threat

to the status quo.
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Teachers are usually very aware of the micropsliticthin a school — perhaps more so

than a principal — and therefore display wise @auiti

Teachers placed in positions that bear titles asdurces of leadership display a
caution towards their colleagues that is both paigmnd eminently sensible (Weiss
and Cambone 1994).
This raises serious questions as to how leaderishigistributed and by whom? It is
understandable that teachers who are used to vgpvkith their colleagues as friends and
‘equals’ would be apprehensive about the expectatiof them, particularly by the
principal, when they are placed in a leadership.rdhis is especially evident in the Irish

context where collegiality is highly valued, andreiimes misunderstood.

Finally, in a climate of accountability, principaisay be less willing to relinquish power as
it might leave them vulnerable due to lack of direantrol. This may be particularly true in
relation to financial, legal and human resourcadssas well as the educational operation of
the school (OECD 2008).

2.2 Distributed leadership and quality learning
The quality of learning is directly related to tlg@ality of teaching, which is in turn a
function of the quality of leadersh{jVest-Burnham 2002 )

Introduction

The key features of distributed leadership outlirezbve highlight the centrality of

teaching and learning. Both Spillane and Duignam the moral purpose of distributing

leadership as improving student outcomes. Disteithiéadership connects to the quality of
teaching and learning through the structures, Bysteprocedures and practices that
combine to make the school a learning organisat&though the leadership of the

principal has been found to have an indirect infeeeon pupil learning, the principal can
improve teaching and learning powerfully througk/lner influence on staff motivation,

commitment and working conditions. When leadershipvidely distributed and brought

closer to the site of learning, it has a greatdéluémce on schools and students (Day,
Sammons et al 2007).
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This section will examine three key concepts thiak the key features of distributed
leadership to student learning: teacher leadersfegsional learning communities and
organisational learning. These concepts acknowléugéadership role played by teachers

in collaborative work practices.

Teacher leadership

In the introduction to the booRweak to Transform: Improving Teachingest-Burnham
(2002) makes the link between leadership and tladitgwf student learning. A key person
in that link is the teacher. The concept of teadhadership focuses on teachers helping
each other to improve their classroom practice.jdfamnd Harris interpret it in both formal

and informal practices:-

the formal leadership roles that teachers undettakiehave both management and
pedagogical responsibilities, that is, head of depent, subject co-ordinator or key
stage co-ordinator and the informal leadershipsrtthat include coaching, leading a
new team and setting up action research groupsjgduad Harris 2007 p.112)

Some examples of recent projects incorporatingherateadership include the Carnegie
FoundationNational Writers’ Project (NWP) the NUI MaynoothTeaching and Learning

for the 2£' Century, the Advanced Skills Teachénsthe UK and theSpecialist Classroom

Teacherproject in New Zealarfd In the NWP, Lieberman talks of teachers who work
together in networks and use enquiry to reflecand improve their practice. The project
operates from the basic assumption that teacherdielp each to improve their practice
and enhance the quality of learning for studé€fitse interesting hidden secret may be that
teachers are the ones who are best able to te&elnsdbtow to improve their practice”

(Lieberman 2006). Similarly, the other projectsoapgovided structures and supports for
teachers to work together to reflect on their pcacand try innovative approaches with a

view to improving student outcomes and reportectessg — without doubt, this experience

4 Seewww.carnegiefor further information on this project.

® A project initiated from NUI Maynooth in which fien schools participated over a four-year per2d3
to 2007.

® Both of these projects were referred to in the OE@port Improving School Leadership: Policy and
Practice 2008.
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developed the capacity of teachers to influence& twleagues and to bring about some

changes in their own and their colleagues’ practittiegan et al. 2007).

Harris and Mujis (2002) support teacher leadersspan important form of collective
leadership in which teachers develop expertise loykiwg collaboratively (cited in
Mulford 2003 p.19). They claim that teacher leadgrdias a positive impact on improving
learning, as it is instructionally focused and kechclosest to the classroom. The NCSL
sums up the position of teacher leadership: “wendbthink we need many strategic
leaders, but what schools do need is many leadesscan enhance the quality of learning
and teaching throughout the school” (NCSL Bookl& L Pack 2004). This very firmly
places teacher leadership in the context of impigpteaching and learning.

In keeping with the view of Mulford and Silins (ZB)0“securing improvement comes
through the hearts and minds of teachers”. Tealgagtership can be exercised without
reference to formal leadership positions. It isired by teachers working together in
collegial and collaborative ways and recognisedrtigortance of mutual trust, respect and
support. A common purpose and a shared understandiist also be identified. (Harris et
al 2003 p.75, Grant 2006 p.51@&s teacher leadership is exercised close to tlee dfit

student learning it has the potential to have @adlipositive impact on teaching and

learning in the school.

Teacher leadership is premised upon power redigioiy, moving from hierarchical
control to peer control — it takes a federal, nbteaarchical view of leadership (Harris et al

2003 p.75) and, as such, recognises that all teache be leaders.

Teacher leadership, as described in the literanlbeve, is an aspect of distributed
leadership which allows different teachers to emeag leaders at different times. The
structures may be formal or informal but in prideigt is a form of leadership distribution

that focuses on teaching and learning, that caatera positive learning environment and
encourage teachers to dialogue with each othdectedn their practice, give and accept
critiques of their work, thus continuously strivit@improve their classroom practice.
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Professional Learning Communities

Another concept that links distributed leadershipghwearning is that of professional
learning communities. Professional learning comitiesmimay be viewed as an extension of
teacher leadership. For example, Harris et al (30@9) identifies four dimensions of the
teacher leadership role that extends to the ovepalfation of the school. Teacher leaders:-

1. translate the principles of school improvement ithe practices of individual
classrooms ( a brokering role);

2. assist other teachers to cohere around a partidelglopment and foster a more
collaborative way of working;

3. play a mediating role in school improvement. Theg an important source of
expertise and information;

4. forge close relationships with individual teacheteere mutual learning takes place.

Like Harris, Liebermann sees teacher leadershipeasy closely linked to the idea a of
professional learning community (PLC). Working wibther teachers, playing brokering
and mediating roles, forging close relationshipthvimdividual teachers so that both will
learn, working and learning together, construcing refining meaning are all evidence of

learning communities.

Halverson (2006) explores the significance of adtf in creating professional
communities and finds that they provide the neggdsmls for leaders to use in improving
instructional practice across schools. By artefdgtameans programmes, procedures and
policies leaders use to influence the practicetbérs. He claims that although structural
changes are insufficient for changing school celtartefacts, such as discussion groups,
collaborative curriculum design efforts and formatassessment policies contribute to the

creation of professional communities by providihg ttools’ for teachers to work together.
There is some evidence to suggest that professi@ahing communities make a

significant contribution to student learning:

Schools with PLCs report significant benefits fardents, including lower rates of
absenteeism and decreased dropout rates. In schatbisPLCs, students have
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exhibited academic gains in maths, science, hisdod/ reading than in traditional
schools. (Hirsh and Hord 2008 p.27).

Organisational learning

The direct link between leadership and studentanés “is a rare event indeed in the
research literature on educational leadership @ahoa improvement” (Mulford, Silins
and Leithwood 2003 p.3) However, Mulford et al’'search found that what was important
was that staff are actively and collectively pap@ting in the school and feel that their
contributions are valued. This contributes to eéngata learning organisation where
teachers’ learning, as well as student learningaised (ibid p.6).

Similar to the findings of Day, Sammons et al (200 ulford et al (2004) claim that both
positional and distributed leadership are only reclly related to student outcomes.
Organisational learning (OL), or a “collective thac efficacy”, is the important
intervening variable between leadership and teasfogk and then student outcomes. Said
another way; leadership contributes to organisatid@arning which in turn influences
what happens in the core business of school: thehiteg and learning. It influences the
way teachers organise and conduct their instructibeir educational interactions with

students and the challenges and expectations tasgulaee on their pupils (ibid p.9).

Summary

The concepts of teacher leaders, professional ilgaroommunities and organisational

learning are all recognised as contributing to iovprg teaching and learning. The link to

distributed leadership is evident in the need fachspractices to have multiple leaders.
They also incorporate, in principle, many of they keatures of distributed leadership as
outlined in section 2.1 above, such as a climatetrost, a sense of community,

collaboration, support and on-going learning bychems. Organisational routines and
structures are necessary in order for these camdepbe developed and practised. The
work of leaders close to the site of learning, thee classroom, contributes directly to

enhancing student learning.
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This thesis will explore the extent to which teacleadership and professional learning
communities are recognised and if the key featafefistributed leadership as outlined in
section 2.1 above are practised with the interiomproving teaching and learning.

2.3 Distributed leadership and the principal’s rolein leading learning.

“Improving learning for students is seen as the al@urpose of school leadership and
therefore should be at the centre of all leadersupvities” (OECD 2008).

This final section of the literature review willdos on the connection between distributed
leadership and the Principal’s role in leading méag. The term ‘principal’ will be used
throughout this section of the literature reviewt e author recognises that the deputy

principal also plays a key role in the educatideatiership of the school.

The key features of distributed leadership as @efiabove place teaching and learning at
the core of all activities in the school. Distriedtleadership recognises that there are
multiple leaders and that if learning is to be canio all activities then the principals must
keep leadership for learning to the fore of theinas in all their professional work. The
principals play a dual role in the context of coctivey distributed leadership to learning;
firstly they must be educational leaders themselms secondly they must be aware of

developing leadership capacity in others.

Educational Leadership

The literature on educational leadership highligths necessity for leadership to focus
purposefully and incisively on quality-of-learningsues and on the range of distinctive
human qualities called for in today's educatioredders (Hogan et al. 2007 p.15). The
literature suggests that successful learning-cénizaders are aware of developments in
curriculum and assessment, keep up to date withgmagical change, focus relentlessly on
student achievement, monitor teaching, develop ymiee professional relationships and
strive to build trust and collaborative ways of wiog throughout the school (Southworth
2004).
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“Learning-centred leadership is about making aeddhce to what happens in
classrooms by spreading the skills and talents eafchers within individual
classrooms across the whole school to the berfedit pupils. And it is about doing
this by design, not by default” (Southworth 2004)p.
At the school level, leading for learning includid® joint work of principals, assistant
principals, department heads, school-based merands coaches, and teacher leaders
(Copland, M and Knapp, M 2006). The principal does work in isolation but it is clear
that the principal must enable teachers to workettogy, whether this is by creating
structures or a cultural climate conducive to leagnor both. The literature suggests that
the principal plays a key role in linking activiiat different levels and spreading the skills

of individuals across the whole school.

Linking distributed leadership and teaching and leaning

The principal sets the formal conditions to suppamtd nurture collaborative learning
(Harris and Lambert 2003 and Hopkins and Jacks®22T his may include setting up and
maintaining structures such as teams and commisteegell as ad hoc groups to address
specific issues from time to time. The conditioreeded to support these structures will
include time and resources but may also extendrkjlwese to professional development
that enhances teachers’ abilities to work effetyitegether. The human qualities of the
leader may also be a factor here, with specificliges required to nurture and enable
groups to work well together. If change happensugh the minds and hearts of teachers,
then motivation, trust, feeling valued and listenedand other interpersonal skills will be

required by the leader to develop a learning comtyun

In what appears to be a resistance to the cultuaeauntability and external controls, the
OECD report (2008) suggests that school leadersntake a difference to school and
student performance if they are granted autonomydke important decisions. However,
unless they have the capacity, motivation and sdppomake use of their autonomy to
engage in practices that are most conducive to awga learning, it may have little

influence on school outcomes (OECD 2008 p.64). Headership responsibilities have
been consistently identified as improving learnogcomes:-

1. supporting, evaluating and developing teacher tyali
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2. supporting goal-setting, assessment and accouiygbicluding the use of data to
improve practice);

3. enhancing strategic financial and human resouragagement which includes
enhancing financial skills and involving leaderseacruiting their teachers;

4. adopting a systemic approach to leadership pohclymactice by encouraging
collaboration with partners external to the schara by distributing leadership
responsibilities (ibid p.66).

These leadership responsibilities present quitbalenge to Irish school principals. To

date, at post-primary level, there is very litttadition of principals evaluating teacher
performance. Although principals often endeavountprove teacher quality, the means of
doing this are somewhat restricted. Unlike manyeotBuropean and OECD countries,
there is no formal system in place for observingckers in action in their classrooms,
although the Education Act (1998 S23 and S24) requorincipals to be responsible for the
guidance and direction of their teachers, to preveadership for them and “to create a
school environment which is supportive of learniagmong the students and which
promotes the professional development of teacherSection 24 gives the Board of

Management the right to suspend or dismiss a teatcheaccordance with agreed

procedures, which are currently being negotiatetth the education partners. This may
have an impact on the relationship between pritgipad teachers and practices of the
principal with regard to improving teacher qualiBegardless of what may develop in the

future, principals can shape the climate and enwirent.

The OECD report sums it up: “there is increasinglevce that within each individual
school, school leaders can contribute to improvadient learning by shaping the

conditions and climate in which teaching and leagroccur” (OECD 2008 p.19).

In attempting to provide optimum conditions for ri@ag, principals realise that their
influence on student learning is predominantly tigto the teachers. Southworth (2004)
says that the really effective leaders know theykwbrough others and therefore usually
take the time to concentrate on their indirect affe They do this in three ways —

modelling, monitoring and dialogue. Modelling isncerned with the power of example:
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‘walking the talk’. Monitoring includes not only sbrving teachers but analysing data on
student progress and achievement. Dialogue inctirigext is about creating opportunities
for teachers to talk with their colleagues aboackeng and learning. Southworth (2004)
claims that it is their combined effect that reathatters. That means, for example, talking
about learning and teaching, challenging conveatigmactices, identifying and valuing
good teaching, increasing teachers’ reflective pswand expanding their teaching
repertoire are treated as professional learnin@ppities and processes.

Southworth recommends an array of organisationalctstres and systems used by
successful leaders. Many of these are importamhaking a difference to the quality of

learning and teaching in classrooms:-

« planning processes — for lessons, units of wordividuals and groups of students,
classes, year groups etc;

» target setting — for individuals and groups, classe;

e communication systems — especially meetings;

* monitoring systems — analysing and using pupil negy data and observing
classrooms and providing feedback;

* roles and responsibilities of leaders (includingitneng and coaching);

e policies for learning, teaching and assessment raacking. (Southworth 2004b
p.11)

The principals play a key role in setting up thesganisational structures and systems and
their active involvement is required. However, thaystems require teacher involvement
and commitment. The extent to which teachers angograred to lead such structures and
systems and to operate effectively within them Wwéldetermined to a considerable extent
by the nature of the leadership in the school.
When structures and systems become embedded daloration and peer learning
begin to take off, the culture of the organisati@gins to alter and reform. School

based research shows that the most important ¢beastics of the climate are trust,
openness and security. (Southworth 2004b p.12).
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Summary

The literature recognises the key role played &y ghncipal in improving the quality of
teaching and learning in the school. Principalsdnieekeep up to date with curricular and
pedagogical developments and focus purposefully mentlessly on the quality of
teaching and learning. But they also need to keepind that they themselves do not have
a direct influence on student learning, excephé&ytare teaching classes. Therefore, as the
literature tells us, principals must create theditbons that ensure that teachers engage in
the best pedagogical practices. Providing oppaiesfor teachers to work collaboratively
and exercise influence over each other will netatgsiacknowledging and developing

leadership among a wide range of teachers.

The third research question in this thesis willraige the principals’ and deputy principals’
perceptions of their educational leadership role @@ practices that they engage in which
they believe contribute to the improvement of téaghand learning in an environment

where leadership is distributed.

2.4 Distributed leadership: A Theoretical Framework

The term ‘distributed leadership’ attracts a ramjaneanings and is associated with a
variety of practices. A number of different usagéshe term have emerged (Mayrowetz
2008). The key features of distributed leadershspidentified in the literature above can be

summarised as

* Recognition that leadership does not reside solitly the principal and deputy
principal

* All actions in the school have as their centralubcenhancing students’
educational experience

» Leadership occurs through interaction and influesiceé through organisational
routines and practices

« Context matters — there is an interdependence beatwaaders, followers and
their situation.

e Each teacher is valued and supported in their psafeal practice
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* Ongoing learning is considered to be the normdachers as well as students

* A sense of community prevails

* Recognition that each person contributes to theadivgood of the school and
the school is only as good as the people within it

* Relevant expertise is recognised, wherever it lies

» Appropriate structures are formed and re-formegbrtmvide opportunities for
collaboration and participative decision-making

* A climate of trust exists

» Leadership may be exercised through formal postias well as informal roles

and actions

These features of distributed leadership form thalyaical framework for this thesis
research. Summarising these features, distribuéediership can be defined, for the
purposes of this thesis, as ‘the operation of gigdtive leadership throughout the school in

a manner which enables people to work togethenpwave teaching and learning'’.

The first research question of this thesis will lexgp participants’ understanding of
distributed leadership. The findings from the reskeawill be compared with the concept

and key features as outlined here.

2.5 Conclusion

The literature review examined the concept of digted leadership and its connection to
teaching and learning. The variety of interpretadiof distributed leadership were analysed
and the key features were combined to form a cdribep will be used for this thesis. This

concept, as defined in section 2.1 above, linkstegrally to teaching and learning.

However, sections 2.2 and 2.3 expand and elabamate¢his and examine leadership

practices that contribute to the quality of teaghamd learning.

The key research questions were outlined in Chapter. In researching these questions,
the concepts and features identified in this chragdapter Two, will be used to gain
insights into the research participants’ understapaf distributed leadership and the

practices in which they are engaged that enhamobiteg and learning.

38



Chapter Three
Research Methodology

3.0 Introduction

This chapter outlines the methodology adopted s thesis and the reasons for the
choices made in the research design. These chaieesinfluenced by the author’s
epistemological stance and professional experiembe&sh will be explained more fully in
section 3.1. Section 3.2 will address the ethisalés and section 3.3 will outline the
research design, explaining how the methodologysehois consistent with the
epistemology and the professional purpose of tkeareh. The choice of data-gathering
techniques will also be described in this secti®8) with the advantages and limitations

of each outlined.

A preliminary investigation was carried out to gamme current practical insights into the
concept of leadership as understood by teachersoaddrify the research questions. This

will be outlined in section 3.4.

Section 3.5 outlines the selection of schools aresgnts a short profile of each school.
Section 3.6 describes how the research was caoug¢dshowing the evolution of the
author’s reflections and the process of adaptiregdhta-gathering techniques to suit the
research questions. In conclusion, section 3.7nsamses this chapter and makes links to
the reporting and analysis of the findings in sgioeat chapters.

3.1 The Author’s Perspective and Epistemological 8hce

The epistemological status of any work of reseaests on identifying and justifying the
kind of knowledge claims the research seeks to mhbkéis seminal stud¥thics and
Education (1966), R.S. Peters argued convincingly that etilucas, from the start, a
normative undertaking: “It implies that somethingorihwhile is being or has been

transmitted in a morally acceptable manner.” Hesaihéht it would be a contradiction to
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hold that a person “had been educated, but had iway changed for the better’(p.25).
Peters acknowledges that this “purely conceptuathbdoesn’t favour any particular set of
moral purposes over others in educational undemngskithat the question of justification is
a further issue. The importance of Peters’ “congalptpoint” however is that such
justification cannot be simply an epistemologicalttar. So in the case of an inherently
normative practice like education, the kind of kiedge claims made on behalf of its
defensible conduct are necessarily different friwsé made by natural sciences, such as
physics or chemistry. Where education is concerribd, key question becomes the
defensibility of the moral purposes or the ethm&ntations cultivated by the practice. For
instance, in relation to any such purpose or caitgort, one might ask: Is it partisan, or is it
a candidate for some more universal form of vaitét Does it make presumptions, overt
or more implicit, upon the minds and hearts of bess and students? Is it open to some

form of criticism and revision?

In the case of the present piece of research, tlikogds epistemological stance as
researcher takes its bearings not only from Peéeggsiments on the normative nature of the
concept of education. It also has origins in Devaeyeurrents of thinking (Dewey,
1916/1966; Dewey 1938/1997). Such currents of thoplemphasise forms of educational
leadership which promote democratic learning pecastiand democratic environments of
learning. Such sources link the author's work asesearcher to her many years of
experience as an educational practitioner, bothtemeher and as school principal.
Accordingly, in carrying out this research, thehautacknowledges that the knowledge
claims etc. being made spring from a commitmentetxhing and learning as a practice
undertaken with others, governed by democratic sand principles. The tests of validity
to be applied to such knowledge claims are thosselbfcriticism, of openness to criticism
from other perspectives in a pluralist democradya aommitment to equality, of respect
for the dignity and rights of all other human beipngnd so on. From a practical viewpoint,
this commits the teacher/researcher to explorind) advancing practices of teaching and
learning that are continually seeking fresh insgttiat are open to review and critique, and
that embrace the kinds of change that are likelynprove the experience of learners and
of teachers in such democratic and pluralist cdeteXritically viewed, this is a

constructivist stance, though it might be more eataly referred to as a co-constructivist
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stance, and its implications for educational leskigr will be elucidated as the research

unfolds.

Needless to say, there are limitations on the kadgé claims that can be advanced from
such an epistemological stance, and more spedyficah any generalisations that can be
made from researches informed by such a stancs.i3particularly important where the
scope of the research is small-scale, investigajumgitative issues in some depth, as the
current research proposes to do. It is hoped hemiat readers / practitioners will find in
the knowledge claims put forth some resonances thiglr own professional insights and

some convincing warrant for improved forms of pi@et

As stated in Chapter One, the author is workingaasnember of the Leadership
Development for Schodis(LDS) team and was prompted to investigate thenthef
leadership because of this experience and herqugwxperience as a school principal.
The research questions began to take shape asuft oésproviding professional
development for teachers, rather than principaldequty principals and of the realisation
that perceptions of leadership among teachers syaxdmsiderably. In many cases, the
concept had not been articulated or discussed tnatiteachers attended their first session
of the programme. By enquiring about teachers’ gq@rons of leadership, the author felt
that her own work, and that of the team, could hieaeced, to the benefit of the schools
with which the LDS team was working. The work couddso inform professional

development policy.

The philosophy and shared values held by the L8 te&eombined with the author’'s own
educational values, as stated above, influencedahge of the research. LDS places at the
core of its work the principle that the moral pwpoof school leadership is leading
learning. Among the other basic principles is thiaémpowering others. The author’'s own

belief in empowering individual teachers and inwody them in decision-making in the

" Leadership Development for Schools was set umasgancy of the Department of Education and Science
in 2002 to provide professional development foromtHeaders. Initially its work was with principaésd
deputy principals only, but in 2006, it extendedirtiolude teachers and schools interested in deigop

leadership capacity throughout the school.
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school was also an influencing factor. Increasingtyits work, LDS has promoted the
concept of distributed leadership in recognitiortteé fact that the principal alone cannot
lead learning. The teachers are closer to the dditéearning, i.e. the students in the
classroom, and therefore leadership must be desélapthat level. The principal plays a
significant role in this development. This oftensps a challenge to principals, who are
responsible for so many aspects of the schoolliegtsometimes have difficulty in finding
time to focus specifically on student learning andleveloping teacher leadership.

The author was further influenced to carry out tlesearch by her involvement in writing
the Irish Country Background report émproving School Leadershi2007, as referred to
in Chapter 1 p.4) for the OECD activity on schoehdership Researching current
leadership in Ireland and attending internationaikehops comparing trends in leadership
highlighted both the similarities and differencestviieen countries in their approach to
leadership. The OECD work informs educational pglicboth nationally and
internationally. However, for the author, her invehent raised further questions about the
application of some of these ideas within schoolseland; for example, the OECD (2008)
recommends that leadership be distributed in ssh®@hat this means in the context of an
Irish school became a possible subject of enquidytaree key questions emerged. How do
teachers and principals understand the concepstildited leadership? How does it link
to improving teaching and learning? In what wayghhithe principal influence teaching

and learning by their leadership practices in ttesl?

The decision then had to be made on the most apgtepesearch method to investigate
these questions. Because of the ‘people-centredirenaf leadership, with interpersonal
and intrapersonal perspectives being of centrabmapce, the author wanted to conduct
her enquiry within a small number of schools sa tha& researcher and the participants
could engage in dialogue together. This would endlth parties to learn from the
experience - one of the features of a post-posit&pproach to research (Antonesa 2007
p.18).

8 The Irish Country Background Report was publishgdClare Education Centre and the Department of
Education and Science in 2007. The OECD Compar&ejort was published by the OECD in August 2008.
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3.2 Ethical Issues

Ethical issues must be taken into consideratioalliiorms of research. Ethical decisions
“are concerned with what is right or just, in tiierests of not only the project ... but also
others who are participants in the research” (Ma@12p.59). In this research, the principle
of “informed consent” was applied. This refers #offeely given agreement on the part of
the researched to become a subject of the resgaodess” (ibid p.60). Invitations to
participate in the research were proffered and alshfyeely accepted these invitations.
However, the author recognised that usually thecgral accepted on behalf of the school
and the degree of consultation with the teacheiar&legand is not known to the author. For
the questionnaires and focus group discussionseftire, a letter of invitation was issued
to teachers which included the opportunity for amdividual teacher to withdraw from the

research at any time. Copies of these lettersar@aimed in Appendix 8.

With regard to participation in the focus groupcdissions, particular attention was paid to
the ethical issues concerning confidentiality amdrgmity. In addition to the letter of
invitation and a consent form, time was allowedhat beginning of each discussion for
participants to ask questions or make comments henprocess and implications of
participating in the research. Likewise, at the ehthe focus group discussion participants
were given time to discuss the process and weiitethto contact the author subsequently

if they so wished.

3.3 The Research Design

Selecting the methodology — school-based studies

Having identified that the research would be magprapriately conducted in a small
number of schools, a mixed-method approach wasldéon, through which a preliminary
stage of questionnaires might enable a rich yiéldlevant issues on distributed leadership
to be identified, for a more searching investigatiorough a series of focus groups.

The research focuses on three schools and thegd#tared in each school consists of

demographical information on the school, relevarduinentation (e.g. schedule of posts of
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responsibility and a report on school-based progast Appendices 4 and 5 respectively). A
guestionnaire was used to establish an agendaoacldrify the questions to be explored.

For a deeper insight into the concept of distridueadership and its links to teaching and
learning, the methodology moves to a further stagepely a qualitative one, using focus
group discussions. As a result of reflection omoaicthe author considered that ‘combining’

members of the three schools for focus group dgons would yield richer results for the

researcher and enrich the learning experiencén&rdsearch participants.

Data-gathering

This research is an exploration of the conceptistriduted leadership — it is not about
‘extracting information’ from participants but rathgenerating a shared understanding of
leadership. Ideally, participation in this reseangh contribute to leadership development
in the three schools and assist the author andpdngcipants in gaining insights into
leadership practices that have a positive impadeaching and learning. A combination of
qualitative and quantitative data-gathering waslugeestionnaires, including ‘attitudinal’

and ‘open’ questions, and focus group discussions.

Questionnaires

Questionnaires have the advantage of gathering fdaa a relatively large number of
people in a short period of time and they preséet possibility of being replicated.
Questionnaires can take many forms and be strutturalifferent ways — they can be
designed to accommodate a ‘closed’ or ‘open’ apgrodhey may contain very different
types of question and may be administered in atyaof ways. The style and format will

depend on the purpose and use of the data.

For this research, a questionnaire was designedstertain teachers’ perceptions of
distributed leadership and the practices in thelosls that contribute to it. The findings
were used to form the basis for further exploratimough focus group discussions. From
the outset however, it was not intended to usedtnestionnaire for detailed statistical
analysis of data. The questionnaire was primarilatitudinal one and therefore used the

Likert scale which places people’s answers on an atttodénuum (May 2001 p.104). In

44



addition, three open questions were included. @lmved participants greater freedom in
their answers. Responses to the questionnaires wseck to clarify the research questions
and identify more specific issues which would bgcdssed with the focus groups. In this
respect they resemble more the reconnaissance aftageaction research study than a set

of data for statistical analysis, as carried ouempirical research studfes

As the research was being undertaken in only teod®ols, all teachers in each of the

schools were invited to respond to the questioenair

As a means of piloting, the questionnaire was gieethree teachers currently undertaking
a post graduate diploma is educational leader&taph teacher was asked to complete the
questionnaire and comment on the clarity of questires, the length of time it took to
complete and the difficulty, or otherwise, in coetplg it. Their comments were
considered and further adjustments made to thetiqueaire; for example, some
ambiguous (double-barrelled) questions were re-adrdAmong the notable comments
made by one teacher in the pilot was that she witkddo explore these issues further, thus
highlighting the potential use of the questionnaitgelf to provoke dialogue in the
participating schools. The questionnaires were gnhgn to teachers, not to the principals
and deputy principals. The questionnaire is preskimt Appendix 6.

Questionnaires have disadvantages — participaatBes to leave any number of questions
blank and there is a time commitment required tonmlete them. However, these

questionnaires facilitated data-gathering from ghhpercentage of the teachers in each
school in a way that would not be possible othezveisd provided insights into the issues

that would be further explored in the focus groigrdssions.

° The research work is not an action research sasdig does not include in its purposes any initesito
bring about an actual change in leadership practitéhe schools. The intention to promote sudnge is a
defining feature of action research (Elliott, 198IGNiff and Whitehead, 2005).
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Focus Groups

Focus groups have been defined as a group of thdils selected and assembled by
researchers to discuss and comment on, from pdrgaparience, the topic that is the

subject of the research. (Powell et al 1996 p.499)

They can be used to ascertain attitudes, feelkiysyledge, perceptions, ideas and beliefs
of participants, from the participants’ persongbesence. As the literature suggests (Gibbs
1997 and McNamara 2006), the researcher plays agortant role which includes

providing a clear purpose, helping people to féelase and facilitating interaction between
group members. The researcher may also need toopeaiebate by asking open questions
and challenging participants, drawing out diffeemand teasing out a range of meanings

on the topic. She needs to be a good listenerjunigemental and adaptable.

Among the advantages stated in the literature (&l897, McNamara 2006, Barbour 2007
and Stewart et al 2007) and found by the authdwemresearch were that the social setting
and the interaction allowed participants to revdair attitudes and perceptions. A
significant amount of information was gathered,erattion between participants was
lively, and they asked questions of each otherdeithted and disagreed on some issues.
The participants agreed that they benefitted from discussion, they appreciated their
opinions being sought and there were indicatiospeeally among the principals and
deputy principals, that some of the ideas emerfimm the discussion would be explored

further in their schools and would be used as &lasaction.

There are also some disadvantages. Again, fronlitdrature (as above) and the author’s
experience of this research, these include thetipghdifficulty of arranging dates, times
and venues that suit all participants. The peopt® wolunteer to participate will not
necessarily be representative of that group (iost-polders or non post-holders) even in
their own school; the researcher has less contret the data as the participants interact
with each other and at times deviate from the goiesflthough focus groups are not fully
confidential or anonymous, this did not appeamtahit the discussion in any of the three

focus groups in this research.
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The limitations of focus groups are also recognisedmentioned earlier, (in Chapter 3
p41l), knowledge claims are limited and generabsegticannot be made based on small
scale research of this nature. However, one majeargage of focus groups is that they
create their own inherent momentum. When the rebeaposes a question and then steps
back, thoughts are allowed to come to fruition withthe influence of the researcher.
Focus groups also allow for in-depth knowledgerteerge and they achieve a richer yield

of information.

Collating and analysing data from focus group diseans also presents challenges.
“Making sense of qualitative data ... is a complexd anherently ‘messy’ process”
(Barbour 2007 p.126). The findings must be preskntea format that adequately reflects
the views expressed, while at the same time addgesbe research questions. In this
research the computer package, MAXQDA was usedssistain the data analysis. The
lexical search facility on MAXQDA was used to idéptcommon themes across the
discussions. A provisional coding frame was deljis®sed on these themes and drawing
on the literature review. Further analysis and lsgsis was carried out both manually and
with the aid of the computer package. While thehautvas aware beforehand of some of
the themes that would emerge, referred toaapriori codes, (Barbour 2007 p.120),
additional themes arose from the participants’ gbuation to the discussion.

3.4 Preliminary Investigation

While the author was clear on the general aim ef rdsearch, there were a number of
issues of concern in planning the approach. Firstyrying out research in schools can be
an imposition on the participants. School pringpahd teachers are busy and the pace of
school life is such that it is difficult to findntie to engage in research. If there is a
perceived benefit to the participants there is ttebehance that the time will be found

willingly.

Secondly, to set about investigating the conceptisfributed leadership, without first

exploring perceptions of leadership in general,hmige difficult. It was necessary to be
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able to frame the research and to devise a rangguesdtions that could be answered
without ambiguity. A preliminary investigation ime school could bring clarity and assist
in choosing the best research methods and desigheghost appropriate data-gathering
instruments.

With both points in mind, the author chose a schibatt had already participated in
professional development in leadersfliwith LDS. The principal was an Associate
member of the LDS team and was willing to coopetatehe basis that the participating

teachers would benefit from some reflection andwision on the concept of leadership.

A focus group discussion was the chosen data-gathemnethod. Six teachers, who had
participated in the LDS programme as mentioned epwelunteered to participate in the
focus group meeting. The meeting lasted for oner,hduring lunchtime. Among the
guestions for discussion were:-

1. To what extent is leadership discussed and develapwng teachers?
2. How might your role as a leader be developed?

3. What contribution might teachers make to the oVégabership and management
of the school?

In addition to the discussion on these questioagjgipants were invited to represent their
perceptions of their leadership roles in the schshg diagrams or drawings. They were

also invited to respond to a set of pictures oddeship roles and relationships.

Overall, the focus group meeting suggested thathera see themselves as leaders within
their own classroom and that leadership is perdeteeexist or be developed through
interplay between people in different roles. Thimtige discussion, concepts such as shared
vision, taking ownership of small parts of the smho'positional leadership’ and
opportunities for all teachers to engage in leddpractivities emerged. The preliminary
investigation also highlighted to the researchenef the skills required to gather data

19 The programme engaged in by teachers from thisaohias the Middle Leaders programme offered by
LDS with the School Development Planning Initiati&PI) between 2006 and 2008.
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successfully. A report on the outcomes of thidipieary investigation can be read in

Appendix 3(a).

3.5 Selecting the schools

Having carried out the preliminary investigatiohe tauthor was satisfied that the concept
of distributed leadership could be explored bescimools that had participated in the LDS
Middle Leaders programme. The principals and deguigcipals of those schools had
completed the LDS ‘Forbairt* programme previously. Therefore the schools hawgos
leaders who were supportive of developing leadpririoughout the school. As a result of
the middle leaders programme, not only had the ashdiscussed and reflected on
leadership, but they had undertaken a school-b@sepct which aimed to improve
teaching and learning through developing leaderdfipe project themes for each school
are outlined in the School Profiles below and sumeseaof the three projects are presented
in Appendix 5). This research does not intend talwate these projects or the LDS
programme. The author felt that the schools’ lesluipr development work might be
enhanced further by participation in this reseamt that the research would be enriched

by their prior experience.

There were twenty-five schools throughout the coguntvolved in the LDS Middle
Leaders programme. A number of criteria were ueesklect three from this group:-

» willingness on the part of the school to partiogat

» two of the three sectors being represented;

« their school-based project focussing on improvituglent learning;

» geographical location — proximity to each other emthe researcher.

Ideally, one school from each of the three secteodyntary secondary, vocational and
community/comprehensive would be included. Howewdren all the criteria were taken

together, only two of the three sectors could Ipeasented.

' The Forbairt programme is an LDS professional tigment programme for principals and deputies from
the same school. They attend three residentiaioses®ver a two-year period and participate in éwti
Learning Networks throughout the two years.
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While recognising that this selection is from a Bngeoup of schools which have been
through a ‘set of experiences’, it provided a vhlaatest bed’ (Robson 2002) for the
development of knowledge about leadership in tish lcontext. It is not purporting to be a
representative sample and therefore generalisatiotiee wider educational landscape will
not be appropriate. However, it may serve to illbae some effects of participation in
programmes of professional development, in addiioproviding guidance to professional

development providers.

A profile of each school is presented below; witttifious names assigned to each,
Eldorado, Louvain and Heidelberg.

School Profiles

School No 1 Eldorado

Eldorado is a girls’ voluntary secondary schoosauth Dublin. There are 413 students, 28
wholetime equivalent teachers and four special si@ssistants. There are six assistant
principals (AP) and eleven special duties (SD) qostcluding the programme co-

ordinator. A full list of posts of responsibilitg presented in Appendix 4.

The principal and deputy principal, along with s@achers participated in the Leadership
Development for Schools programme for Middle Leadssm March 2007 to April 2008.
Their school-related leadership project was ertitleostering Learning and Achievement”
and aimed to :-

* encourage and facilitate students to take respitihsior their own learning;

* encourage active learning;

* help students to value their achievements and pssg(Further details of this

project are outlined in Appendix 5)

School No. 2 Louvain

Louvain is a boys’ voluntary secondary school irsiM@ublin. There are 658 students, 54
whole time equivalent teachers and four speciatlm@ssistants. The post of responsibility

structure includes nine assistant principals, diftespecial duties teachers and one
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programme co-ordinator at AP level. The full ligtpmsts of responsibility is outlined in

Appendix 4.

This school also participated in the Leadership éd@yment for Schools programme for
Middle leaders in 2007-2008. Their school-basedeptcexamined the use of the College
Journal as an aid to learning and as an effectisans of communication between school

and home (See Appendix 5). The project aims wetlened as follows:-

To improve learning by
* encouraging students to keep accurate records i, wo

» developing a practice where teachers communicdtegmsitive and negative
progress;

« fostering increased involvement from parents inrtb@ns’ progress through the
journal.

School No. 3 Heidelberg

Heidelberg is a co-ed community school in southlDudhere are 700 students, 50 whole
time equivalent teachers and six special needstasts. Eleven teachers hold assistant

principal posts of responsibility and there areeBh special duties teachers.

Again, this school participated in the Leadershgwv@&opment for Schools programme for
Middle leaders in 2007-2008. The principal and deporincipal, together with nine
teachers, mainly assistant principals, lead a ddbased project entitled “Raising
Achievement”. The project aims were outlined akofes:-
» to raise student achievement by reviewing and dgwed policy and practice
relating to attendance and punctuality;

» prioritising professional development needs andwiging relevant inservice
training;

« developing structures to highlight and support nadsie students.
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3.6 Carrying out the research
Data-gathering: questionnaires

Designing the Teachers’ Questionnaire

Questionnaires were distributed to teachers in sabbol. The questionnaire was designed
on the basis of findings from the literature orntriisited leadership and learning, and from
the author’s own views and experience of workinthweachers and schools.

Part 1 of the questionnaire contained thirty stateis pertaining to leadership and
participants were asked to rate their agreemeath@rwise with these statements using the
Likert scale. Respondents’ scores of 4 or 5 derageeement or strong agreement
respectively. Scores of 2 or 1 denote disagreemmestrong disagreement respectively and

arating of 3 is considered ‘neutral’.

Part 2 consisted of thirty statements pertainingetmership practices in schools. In this
section, participants were asked to score eachatethe basis of how far along a spectrum
their school was in implementing this practice.odre of 4 or 5 denotes a well-established
practice and a practice which is being refinedpeetively. Scores of 2 or 1 denote that the
practice is starting or does not happen in the clalespectively. A rating of 3 denotes that

progress is being made in this practice.

By asking respondents to indicate their degreeagnéement with these statements, the
researcher can ascertain the respondents’ pernspifodistributed leadership and identify
the key issues which they highlight as being cémtréhe practice of distributed leadership
and its connections to teaching and learning. Tlwese be analysed from a normative

perspective, based on the literature findings iafEér 2.
The questionnaire includes three open questiors;fitist elicits further insights into

respondents’ understanding of distributed leadprstiie second asks them to identify

factors that support their work and the third seekislentify factors that inhibit their work.
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In the case of each school the questionnaire seatdtpresented in full in Appendix 9.
The key salient findings, which were then used he focus group discussions, are
presented in the next chapter.

Questionnaire distribution in School number 1 — Eddado

Following initial contact with the principal to atain willingness on the part of the school
to participate in this study, it was agreed that alathor would meet the staff as a group at
break-time on 10 December 2008. The study was outlined to themthedjuestionnaires
were distributed to all teachers present, approtemawenty. The principal agreed to
distribute the questionnaires to the remainingtieexlater that day. There are twenty-eight
full time teachers on the staff. A total of sixtegonestionnaires were returned before
Christmas, representing a 57% response rate. Faticipants left the first open-ended
guestion blank, and one participant (the same pgrieft the other two open-ended

questions blank.

Questionnaire distribution in school number 2 — Loain

As in school number one, the author initially spdkethe principal and secured his

agreement that the school participate in this stiithg author met with the whole staff as a
group, as part of their staff meeting or"IBecember to introduce the idea and to explain
the procedures. She outlined the study and disetbbetween 35 and 40 questionnaires.

Sixteen completed questionnaires were collectedonday 22 December.

After Christmas, in consultation with her supervjgbe author agreed that the percentage
return rate was too low; sixteen returned fromadf tf fifty-four (30% response rate). As it
was very close to Christmas, this was probablyet@xXpected. Therefore, she contacted the
principal again and secured agreement to re-iggiguestionnaire. The principal agreed to
allow time at a staff meeting for the teachers ¢onplete the questionnaire. This was
carried out in early March and, on this occasiomnyfguestionnaires were completed and
returned, representing a 74% response rate. itésesting to note that, although most of
the ‘rating scale’ questions were answered, thirtearticipants left the first open-ended

question blank (their understanding of shared lesdgig). The second open-ended question
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(factors which support your work) was left blank bight and the third open-ended
question (factors that inhibit your work) by sev@imere was significant overlap between
these, i.e. in many cases the same person |efiral blank.

Questionnaire distribution in school number 3 — Higlberg

Following contact with the principal, the authositéd school number three, Heidelberg,
on 18" December. The principal agreed to distribute thestionnaires at a staff meeting
the following Wednesday morning. As this was a vengrt meeting and the author had
other commitments, she did not attend. Eighteenpbeted questionnaires were collected
on 22 December. There are fifty teachers in the schfw. author is not aware how many
attended the meeting on the™&hen the questionnaires were distributed. Howeasr,
with school number two above, the questionnairesewedistributed in early March and
time was allowed for staff to complete them durangtaff meeting. As a result, forty-two
questionnaires were completed and returned, rempiagean 84% response rate. As in the
other schools, a number of participants left th&t hpen question blank; in this case sixteen
were left blank. The second open question washlieftk by six and the third by eight

participants.

In both Louvain and Heidelberg, teachers who hadadly completed the questionnaire

were asked to complete it again. Their first questaires were discarded.

Data-gathering: focus groups

The questionnaires and the documentary analysisda an initial picture of each school
and their perceptions and practices of distribueadiership. It was the intention of the
author to continue her research school-by-schomutih focus group discussions or
individual interviews. However, having reflected the literature and her own experience,
she decided that focus group discussions that dedueachers frondifferent schools
would be more appropriate for this research. Tlasars for this include the possibility for
a richer discussion when people from different sth@aome together and the opportunity
to learn from each other by exchanging ideas atheupractices in different schools.
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The author also decided that in order to answerdkearch questions it was necessary to
gather data from groups that have experience &drdiit levels of leadership and compare
their responses. Therefore, three different focusig discussions were arranged, one with
the principals and deputy principals from the thsebools: six participants in total in this
focus group. The second focus group was with tteaehers from each of the three schools
who hold posts of responsibility: a total of ninargicipants, and the third with teachers
from the three schools who do not hold posts opaasibility: another group of nine
participants. Each focus group was approximatety ltiaurs duration and held in one of the

three schools. The questions asked in the focugpgiscussions are in Appendix 7.

3.7 Summary

This research arises from the author’'s deep comenitrto educational leadership practice
that is open to inquiry and reflection as a basrscbntinuous improvement. The research
design reflects a co-constructivist view of knovwged The status is that of emergent
insights and ideas. Insights are not candidatesdbdity as scientific research would be.
To present them as such would be to misunderstaam.tTheir validity is based on the
insights of practitioners being brought to lighhely are presented in the following chapters

as the participants’ views and, as such, are hgsethwhich can be further tested.

Following a preliminary study with a group of teach in one school, the researcher then
used a questionnaire to explore and ascertain ¢esigierceptions of distributed leadership
and its impact on teaching and learning. Respotts#ise questionnaires then formed the
basis of the questions to be dealt with in the $oguoup stage of the research.

Chapter 4 outlines the agenda for the focus grasgpudsions. The findings of the focus

groups are presented and analysed in subsequertehaChapter 5 explores the concept
of distributed leadership as understood by thearebeparticipants. Chapter 6 examines the
links between distributed leadership and learningy @hapter 7 reviews the perceptions of
principals and deputy principals of their role @adling learning in a distributed leadership

context.
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Chapter Four
Setting the Agenda for the Focus Groups

4.0 Introduction

Questionnaires were distributed to teachers in eathe three schools. The chief function
of the questionnaire was to establish the mosinaart agenda for the qualitative stage of
the research. Therefore, the questionnaire resilltaot be presented in tabular form in the
body of the thesis. Instead, these can be foundipipendix 9. This chapter will give a

summary account of how the responses to the questi@ furnished an agenda of relevant

items for the focus group research.

The design and distribution of the questionnairas described in Chapter 3. In each of the
three schools, all teachers were invited to corepthe questionnaire, which comprised
statements and open questions. Responses to thmatds yielded two sets of themes; one
suggesting respondents’ perceptions of distribikedership and the second suggesting
some leadership practices they perceive to be isgerin their schools. Sections 4.1 and

4.2 respectively present the key themes emergorg these responses.

Some interesting differences emerged between sslamal between respondents’ views of
distributed leadership and how it is practisedhairt schools. Some of these issues are
presented in Section 4.3 and Section 4.4 respéctageissues that will be further explored

in the focus group discussions.
Questionnaire respondents were also asked an apsti@n about their understanding of
distributed leadership. These responses yieldettheurinsights and are summarised in

Section 4.5.

Section 4.6 concludes the chapter by outliningkiéne themes that form the agenda for the

focus group research. It also identifies a numbérclaims emerging from the
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questionnaires that might be described as profeakmssertions. These assertions will be

examined throughout the following chapters.

4.1 Perceptions of Distributed Leadership

Responses to the first set of statements on thstiquneaire identified a number of issues
perceived by the respondents to be associated disthibuted leadership. These can be
summarised as follows:-

e Teachers’ influence and responsibilities

» Structures and systems such as subject departamgh{zosts of responsibility
* The learning environment

* Involvement in decision-making.

It was evident from the questionnaire responsedsathéeachers perceived themselves to be
leaders. However, the context of that leadership wahe classroom — they see themselves
as leaders of their students within the classrdwwing a direct influence on their learning.
Their view of themselves as leaders with influebhegond the classroom, i.e. in the wider
school environment, is contingent upon particulesuenstances prevailing; for example, a
culture which allows them to accept responsibsitishowing initiative and being given

opportunities to lead by the principal.

The dominant pattern of responses to the questi@nsaggested that structures such as
subject departments should aim to improve teachndylearning; each subject department
should have a leader and a designated meetingatmieshould be a forum for teachers to

plan and review their work together as a team.
This dominant pattern also revealed the respondeslief that the learning environment is
influenced positively when teachers work togethaa ahen they engage in professional

development to improve their knowledge and skills.

Finally, respondents perceive distributed leaderss including their involvement in

decision-making and in leading new initiatives ihetschool. However, they also
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acknowledge the key role the principal plays, foaraple in ensuring that there is a shared

vision among staff and that pastoral care systgmasate effectively for students.

4.2 Perceptions of Distributed Leadership Practices

In response to the second set of statements oguissionnaire, respondents highlighted a
number of leadership practices that are operation#heir schools to a greater or lesser
extent. These practices were identified along atgpe ranging from not existing in the
school, at one end, to the condition being welalglsggthed or refined, at the other end. In
spite of variation within and across schools inrthesponses a number of themes emerged
worthy of further exploration:-

* Monitoring and supporting student learning

» Responsibilities of individual teachers

« Working together as a staff

» Structures and systems such as subject departamgh{zosts of responsibility

Within the theme of monitoring and supporting studkearning, four statements found

particular support among respondents. These fatersents included i) having systems in
place to support student learning, ii) analysirguhes of examinations and using the data to
review practices, iii) all teachers playing a rolemonitoring student performance and iv)

all school policies being designed with a focuseahancing, improving and developing a

high quality learning environment. As these stateisieelate more specifically to teaching

and learning, they are incorporated in Chapter i6kihg Distributed Leadership with

Learning.

The responsibilities of individual teachers incogied communicating with parents,
engaging in professional development in their owlnjesct area and accepting responsibility

for leadership beyond their own classroom.

Working together as a staff encompasses discussimgol development priorities at staff
meetings, engaging in professional development dwlevschool issues, collectively
prioritising specific actions to improve learningnda providing the best learning

opportunities for students.
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While subject departments were perceived by respasdto form a central part of
distributed leadership, they are considered to lb@wan for sharing resources; but other

issues such as planning and reviewing work togetreenot yet well established practices.

4.3 Variation across schools

While Sections 4.1 and 4.2 above highlighted enngrggsues for further exploration based
on common themes across the three schools, sonmiaaracross schools — equally
worthy of further exploration — was also evidenel®v, two examples of variation are

presented.

Decision-making

One of the emerging issues raised in the questiEmasponses was involvement in

decision- making. This was considered to be an napbelement of distributed leadership.

The table below presents an insight into the redeots’ views of the practice of being

involved in decision-making and being listenedThere is a marked contrast between the
scores in the different schools, with a very lowceatage of respondents in Louvain

perceiving that they are actively involved in thaspects of school.

Table 4.1 Involvement in decision-making

Eldorado | Louvain | Heidelberg

% 584 %5&4 %5&4

Senior management (principals and deputy) listens to teachers’ | 73.33% | 38.46% 35.71%
voices

Post-holders have a significant role in decision-making 40.00% | 20.51% 32.50%
All teachers are involved in decisions which affect the whole | 56.25% | 28.21% 12.20%

school

The student voice

There was one statement pertaining to the involvero€ students in decision-making in

each of the sections of the questionnaires. Tkedtatement, presented in the table below,
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reflects respondents’ perceptions of this as ailiged leadership issue while the second

statement in the table below shows the percepbbtiss statement being practised.

Table 4.2 Students’ Voice

Eldorado | Louvain | Heidelberg

% 584 %5&4 %5&4

School management should ensure that the student voice is | 93.75% | 53.85% 73.81%
heard in the decision-making processes of the school

Students get an opportunity to make suggestions about their | 12.5% 7.69% | 23.81%
learning (e.g. subject choices, approaches to assessment etc)

These results show an interesting variation actbesthree schools, with a very high
percentage of respondents from Eldorado showingeagent with the statement that school

management should ensure that the student volesaisl.

Also of note is the difference between declaredvsiand the actual practice in the schools.
All three schools indicate a high degree of agredrttet the student voice should be heard
but it appears that, in practice, students are gisen much opportunity to make

suggestions. Further examples of difference betwperceptions and practices are

presented in Section 4.4 below.

4.4 Perceived differences between perceptions and practices

It is worth noting that there was considerable atesh between respondents’ perceptions of
what constitutes distributed leadership in thearg avhat they perceive to be distributed

leadership in practice in their schools. Table BeBw highlights the gap, as perceived by
the questionnaire respondents, between distridatetership perceptions and practices.

Table 4.3 Examples of differences between pereeptiad practices, as ascertained from questionnaire

respondents

Perceptions Practices

95% agree that student learning is enhancé8Po agree that they work together, as a school
when teachers work together community, to ensure that they are offering the

best curricular opportunities for students

80% agree that teachers should plan and review 48%e that teachers in the same subject
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their work together with colleagues in the santepartments share resources

subject departments

32% agree that in their subject department they

work together to systematically review th

work

Pir

79% agree that teachers from different sub
departments should share ideas about tead

and learning

9% agree that teachers work together in te

hieg. to review practice, to design policies, cz€

new ideas and implement plans)

ams

at

77% agree that when teachers attend profess

development courses they should share theirgage in professional development relateg

learning with colleagues

oftlo agree that teachers are encourage(

whole-school issues (e.g. school developm

planning, special needs, pastoral care etc)

22% agree that opportunities are provided

] to
1 to

ent

to

discuss new classroom practices with colleaguies.

While respondents agree that distributed leadenstéans working together, planning and

reviewing and sharing ideas, the majority of regj@ms do not consider that this happens

in their schools. These issues will be includethim focus group discussions and reviewed

in subsequent chapters.

4.5 Open question: Understanding of shared/distributed leadership

For further insights into respondents’ perceptiohdistributed leadership, the responses to

the open question are presented below, schoollmyoscThe question asked respondents to

describe their understanding of shared or

distedbleadership.

Understanding of shared/distributed leadership in School No.1, Eldorado

The predominant themes emerging from the resposdeoin Eldorado were “working

together”, “involvement in decision-making” and fwultation”.
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The concept of working together, as described Ispordents, incorporated “ideals and
values held in common by all staff” (assistant pipal) and “all members of staff and

management setting example and goals togethertddersts and each other” (non post-
holder). Both of these statements highlight thessesf having shared goals and a shared
vision for the school. Two further statements bgpandents include actions that need to be

taken to build this shared vision.

All teachers, non teaching staff and others worgetber ... in ensuring
opportunities are put in place to better students’moral, academic, social and
emotional well being. (non post holder)

Different teams come together and reflect on pregyend plan and revise ideas for
the future (special duties teacher)

In addition to the four respondents quoted abovierther statement referred to the need

for coordination across all teachers “to ensunalls founded education” (non post holder).

The other two themes, involvement in decision-mgland consultation, are closely linked
in that the reference to consultation, in the aafskve respondents, was in the context of
staff being consulted when decisions were beingertakOne respondent made the
distinction between all teachers and post-hold&eging that all staff should be consulted
on major decisions and post-holders should be waebin all other decisions that affect the
whole school. In the other responses referencensuitation included either a reason for
consultation (usually because the decisions invohange which will affect everybody) or

the manner in which the consultation could take@ldor example, at staff meetings). One
assistant principal made reference to initiating aeas:

Where a culture exists that encourages all stafibess to put forward suggestions
and initiate new projects/ideas — where everyorgeahaense of ownership for the
school and its mission (assistant principal)

Two respondents made reference to students; otimgstdat various jobs could be
delegated not only to teachers but also to studamdsthe other stated that everybody,

including students, can be a leader, dependinp®situation.
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As can be seen from the above, the three main thgfmerking together’, ‘involvement in
decision-making’ and ‘consultation’) overlap coresiably and apart from the five
participants who left this question blank, eaclpogse includes reference to at least one of

these themes.

Understanding of shared/distributed leadership in School No.2, Louvain

In Louvain, the responses to the open questiontalvbat teachers understand by shared
leadership included eleven (out of 39 responsdsjarces to everybody being involved in
leadership. In some cases, ‘everybody’ was defaegrincipal, deputy, year heads and
class teachers, while in others it was explainethlstaff plus management”, and in yet
another it was “principals and deputy and espsciglbst-holders”. There was also
reference in some of these responses to leadarsbpecific areas, although the “specific”
was not defined.

The next most common theme in these responsesnwalvément in “decision-making”.

Seven participants made reference to shared ldagexs involving everybody in decision-
making. Again, there was some variation in meaniagging from “all decisions should be
made by everybody”, to the principal and deputy endkcisions, “taking on board the
majority views of staff”. Others referred to tlopic of the decision, stating that “decisions
regarding the workplace conditions or student aameent” should be made by all

members of staff.

Six participants referred to “working together” &®ing their perception of shared
leadership. In some instances they qualified tlis'veorking towards agreed goals and

aspirations”, “agreed direction” or “sharing strémsj.
Two participants made reference to all stakeholdeosces being heard and another

participant stated that recognising talents andoeraging ideas was part of shared

leadership.
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Understanding of shared/distributed leadership in School No.3, Heidelberg.

In response to the open question in Heidelbergygogivolved in decision-making emerged
as a very strong theme. Of the twenty-six responsehis question (sixteen were left
blank) ten included reference to teachers beinglwed in decision-making and/or “having
a voice”.

Principal, deputy, heads of year, as well as taachegether make decisions
regarding the school as a whole. (non post holder)

These responses are in keeping with the finding® fsection 1 of the questionnaire, 95%
of respondents agreeing that all teachers shouloh\mved in decisions that affect the
whole school, but contrasts with the perceptions podctice, where only 12% of

respondents perceived that this practice was wtbéished.

One respondent referred to the student voice desagd.

It should also include student voice via studentinod/prefects/captains etc.
(assistant principal)

Another respondent included parents among the pewflo are involved in student
learning, thereby implying that they might be inxed in decision-making, or at least that
their voice would be heard. There was one referéndbe fact that the decision-making

should be structured.

The responses included reference to the types @bide in which all staff should be
included. Among the responses was “expressing @pion the running of the school”,

“decisions regarding the school as a whole”, “expiey their feelings on issues and

putting forward resolutions/ideas”, “general demmsmaking” and “decision-making on

policies”. Reference was also made in one respiuntdee degrees of influence.

All teaching members contribute to the decision-imgk possibly with varying
degrees of influence. (special duties teacher)
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The above statement links closely to the conceptaning one’s voice heard. Five of the
ten respondents who referred to decision-making mlade reference to the importance of
“being listened to” and six respondents includedrking together towards a common

goal” or having a “shared vision”.

Five respondents made specific reference to stuatEnevement, “being involved in” and
“taking responsibility for” this, along with “prontimg new ideas” and “new teaching
methods” and “initiatives”. This presents a corttristhe statements in part two of the
questionnaire where two pertinent statements, weas being discussed at staff meetings

and opportunities to discuss new classroom pragtioeind low levels of agreement.

A number of other issues were raised by individeapondents, for example, “teamwork”,
“delegation” and “being part of a community”. Orespondent stated that “some issues are
for senior management only”, and that “teachersnctmmlways be consulted”. Another
stated that they did not understand what was keskgd of them.

4.6 Conclusion: key themes and some professionakastions

The results of the questionnaire provided sufficigmlicators to the researcher that the
respondents’ understanding of leadership issuespocated many of the features of the
distributed leadership framework outlined in Chape In summary, their perceptions
clearly show recognition that each teacher is aldeaof students within their own
classroom. They also recognise that their influemeer students can extend beyond the
classroom. Teachers also exert influence over aglies both formally and informally,
through subject departments and other structureh s@as posts of responsibilities.
Respondents also highlighted the importance of ¢goaimvolved in decision-making,
particularly when the decisions affect the wholbogd. These issues set the agenda for
further exploration of the first research question:

1. How do teachers and principals understand the cphoédistributed leadership?
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The focus group addressed this question, usingliBervations from the questionnaires as
guidance for in-depth discussion. The outcomespaesented and analysed in Chapter
Five.

The questionnaire findings highlighted many pragichat link leadership to learning,
including: the analysis of students’ results; tesshuse of these in reviewing and planning
their work; monitoring and supporting students’rieag; high quality communication

systems between school and home. The teachersposgits of responsibility, especially
year heads, are considered to play a significaté o supporting students and in
communicating with home. Their leadership role ¢here is significant. These practices
are perceived to enhance learning and require pheilteaders working interdependently

throughout the school.

Further links between distributed leadership anachang and learning were evident

through respondents’ agreement that student leqrisinenhanced when teachers work
together and that their own teaching improves whew receive support from management
and colleagues. There was also a high level ofemgeat among respondents that subject
departments aim to improve teaching and learnirgesé issues set the agenda for the
second research question:

2. How does the concept of distributed leadershipuaderstood by the teachers,
principals and deputy principals, link to teachiagd learning?

Chapter Six presents and analyses the outcomdseadfotus group discussions as they

pertain to this question.

There are implications in these initial findings the practices of principals and deputy
principals. For example, the results of the quesiire suggest that senior management
must listen to teachers’ voices. Teachers musabiétated in working together; they must
be given opportunities to engage in professionakligment and to share their learning,
and new ideas, with colleagues. These actions niyt require leadership but have the
potential to develop leadership capacity in a sthBowever, particular practices and

attitudes on the part of the principal and deputy aften required to facilitate such
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developments. These issues are further explorexighrthe focus groups to address the
third research question:

3. To what extent do the principal’'s / deputy prindipaown leadership practices
enhance teaching and learning in the school? Doseheractices include
distributing leadership?

Emergent Professional Imperatives

The findings established by the questionnaires,ydlaced in the context of the review of
the research literature on distributed leadershipChapter 2, highlight a number of
professional assertions, or professional imperatiVéese imperatives are listed below and

they will form a backdrop to the analysis to be emaken in the following chapters.

1. Teachers believe that they are leaders but thetepdons of the nature and type of
leadership varies considerably. For the purposeshisf thesis a definition of
distributed leadership that confines itself to tibecher exerting leadership influence
over students within the confines of the classroomnty is not sufficient. For
leadership to be distributed, teachers must hafleeimce over their colleagues as
well as their students.

2. Distributed leadership requires recognition of undiial teachers’ traits and work.
Teachers need to be supported and affirmed soathatel of confidence can be
built up which will enable them to exercise infleenover others, as well as
nurturing the concept of reflection on their owragirce and the creation of a
culture of openness and critique. This type ofureltdoes not appear to be the norm
in the three schools in this study.

3. A central tenet of distributed leadership is thencapt of collaboration. For
leadership to be distributed among a variety oppewithin the school community,
a collaborative work environment must exist. Thi mot happen automatically. It
requires conscious consideration by the principad a@eputy principal so that
appropriate systems and structures are set upatieeteachers to work together.

4. Setting up systems and structures may allow faitdeship to be distributed but, if
they do not have a specific educational focus, thay not contribute positively to
improving teaching and learning.
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5. The role of the principal and deputy principal i& aentral importance. They
influence the learning environment and they sestupctures to enable teachers to
work together.

While the questionnaire results set a broad agandayielded initial insights into teachers’
perceptions of distributed leadership and its inpgac teaching and learning, the focus
groups aim to explore this agenda further and $b $eme of the assertions arising from

this preliminary investigation.

Given the different roles and responsibilities eisd by different people within the
school, the researcher considered it to be impbttadistinguish between the teachers who
hold posts of responsibility and those who do noldhsuch posts. By distinguishing
between these two categories, i.e. having two riffefocus groups, she could identify if
perceptions of distributed leadership varied betwt®se already in a leadership position
and those not holding any formal leadership pasitithe third research question focuses
on the particular role of principals and deputynpipals and therefore it was appropriate
that a separate focus group discussion was helthén. Chapters Five, Six and Seven

respectively, address the three research questions.
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Chapter Five
Results and Analysis of Focus Group Discussions: geptions of

distributed leadership

5.0 Introduction

Chapter Four outlined the agenda, arising fromahestionnaire responses, for the focus
group research. This agenda includes firstly reitmgnthat each teacher is a leader within
their own classroom but that their influence owedents can extend beyond the classroom.
Secondly, leadership occurs through structures siscbubject departments and positions
such as posts of responsibility. Through such sires and positions, teachers exercise
leadership among colleagues. Thirdly, respondeetsep/e that distributed leadership
incorporates interactions that influence the leagneénvironment, for example working
collaboratively with colleagues, having opportugstito lead new initiatives and engaging
in professional development. Finally, distributehdership also incorporates a sense of
involvement in the school through active participatin decision-making.

In this chapter, the results of focus group disicunss are presented and analysed to
examine these issues further. Three focus growqusssons were held: one with principals
and deputy principals (6 people); one with postdbad (9 people); one with non post-
holders (9 people). The principal and deputy ppatifrom each of the three schools
attended the first focus group. The post-holdeysug group was attended by three teachers
from each school, each of them holding either amstant principal or special duties post of
responsibility. The third focus group comprisecethteachers from each school who do not

hold posts of responsibility.
To explore the first research question: “How dockess and principals understand the

concept of distributed leadership?” the emergingntes from the questionnaires are

reviewed followed by the presentation and analgsitie findings from the focus groups.
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In the focus group for principals and deputy priats it was explained at the outset that the
term ‘distributed leadership’ is used interchandgabth ‘shared leadership’. As reviewed
in Chapter Two, Duignan favours the term “sharediilev Spillane favours “distributed”
and while their research reflects some differeimimmtbetween the two, the working
definition for this thesis incorporated key featifeom both. The author felt that it would
be easier for participants to respond to the wehéred’ as the term ‘distributed’ may not
be commonly used in the schools. For that readwm,térm ‘shared’ was used in the

teachers’ questionnaire.

Section 5.1 presents a summary and analysis obmegmts’ understanding of distributed
leadership, including factors that support teacherheir work, using the agenda arising
from the questionnaires and the understandingsifiluted leadership as expressed in the
three focus groups: the post-holders, non postensldnd principals/deputy principals. A

comparison will be made between the views of theetlgroups.

Participants in all three focus groups were asketigcuss whether they viewed distributed
leadership as leadership held in the first instahgethe principal and subsequently
distributed or dispersed to others or if all teashkbad a responsibility to be leaders,
particularly in relation to their own teaching.daction 5.2 the results of discussions on this
issue are presented and analysed, along with tpécetions for developing leadership

capacity in a school.

One of the salient issues emerging from the fooawim discussions was that of the
leadership role played by post-holders. Sectionah&lyses the key emerging issues and
presents the views of the focus group participantsvhether post-holders are considered

as having a particular leadership role and how #reysupported in this role.
This chapter concludes by summarising the emergigs of the research participants on

distributed leadership and the factors influencitsy development. A summary of the

leadership role of post-holders is also presented.
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5.1 Participants’ Understanding of Distributed Leackership

Teachers’ views of shared leadership — from questmaires

In each of the three schools, all teachers weredasik complete a questionnaire which

included an open-ended question asking them wlegtuhderstood by ‘shared leadership’.

The quotes below reflect the common themes thatgedeacross the three schools:-

1.

“Working togetherto achieve agreed goals”. Respondents who useglihese

“working together” in their response qualifiedntdifferent ways, but in most cases
it meant working on whole school issues, rather tf@mexample, teachers of the
same subject planning their classes together. Aikepretation was in the context of

the whole school.

“... that all staff members areonsultedon majordecision-makingprocesses ...
because these decisions usually affect the majmitystaff’. References by
respondents to decision-making can be divided twto categories, the first, where
everybody is involved in making the decisions ahd second, where staff are
consulted, their voice is heard, but they may rmtehthe ‘ultimate say’ in the
decisions. In general the decisions in questionewblose pertaining to ‘whole
school’ issues, for example school policies onnatlédce and punctuality, or
decisions that affect everybody such as changiegsthucture of the school day

from an eight-period to a nine-period day.

“... everybody beingnvolvedin leadership”. It is not clear from the responaést
was meant by ‘leadership’ in this context. In sa@g&ponses there was reference to
“specific areas”, which might suggest a delegatbmesponsibilities, for example

to post-holders.

“All staff members should havewaic€'. It is interesting to note that “being listened
to” and “having a voice” were both stated by regjeonis as features of shared
leadership. The implication was that not only wiasdcessary to provide a forum
where teachers could express their views, butthieste ‘voices’ would be taken into

consideration when decisions were being made.
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5. “Working as ateam with the same goals”. “Principals, deputy prin¢spand
teachers shouldlelegate responsibility”. Teamwork referred to teams such a
subject departments, year head teams and speeids beams and how these teams
are facilitated in working together. Delegation wedsscribed as roles and

responsibilities being assigned to other membestatt.

A number of ‘secondary’ themes, i.e. mentionedndividual schools, rather than in all

three schools, were also raised, for example:-
* setting example and goals and initiating new pitsjéschool 1);
* recognising talents and encouraging ideas (school 2

e promoting new ideas and new teaching methods anatives, being part of a
community, working together towards a common goal taking responsibility for
student achievement (school 3).

The themes emerging from this open question gdgesafjgest a response that supports a
view of shared/distributed leadership which reBecommunity and collaboration rather

than emphasising hierarchy or autocracy.

The second open question on the questionnairesl dskehers to name the factors that
support them in their work. The key issue emergwag the need for support and help from
both colleagues and management, particularly inlirdpavith student behavioural or
disciplinary issues. They also referred to the apghability, accessibility and openness of
the principal as being an important factor in emapithem to do their job well. Other
factors stated were encouragement from managerbeirig trusted and treated as a
professional, good organisation and planning anidgballowed to try out new ideas

without interference.

The views of distributed leadership expressed lspardents in the questionnaires were
reinforced in the focus group discussions, pardidyl by the post-holders. However,

different views on the nature of decision-makingevexpressed in the post-holders’ focus
group; firstly, if leadership is distributed thdmt should mean making decisions together
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but on the other hand, “sometimes it is importanta principal to make a decision. There
might be a decision that the team can’'t agree ahitums a horrible decision and the

principal has to make the decisio(®H"?)

The participants in the post-holders’ focus grougead that it was important that

everybody has a voice.

It is important that everybody has a voice and tha same amount of listening is
applied to everybody for it to work and to be realdership. (PH)

The idea of having a voice was extended furtheatyther post-holder, adding that, “if, at
a staff meeting, people are listened to, then yeugaing to get the message that this is a
good place to share initiative and share ideadd) (Phe post-holders also acknowledged
that there was a lot of support from year headsmaadagement in relation to working as a
team, particularly when newly appointed to a pdsesponsibility.

The patrticipants in the non post-holders’ focusugragreed that teachers are role models
for the students and that their behaviour and aatevns with colleagues, as well as with

students, have a major influence on students.

We're role models for students in what we do, invhee interact and speak with
each other. (NP)

Principals’ and Deputy Principals’ view of distributed leadership

In the principals’ and deputy principals’ focus gpathe question on their understanding of
shared or distributed leadership provoked discassio a number of issues, ranging from
formal and informal roles, to activities teachergyim undertake and be encouraged to
undertake. The principals’ and deputy principatgus group also included discussion on
traits such as potential, influence, initiative andhority and incorporated the concepts of

ownership, delegation, capacity, belonging to antead the school as an organic structure.

2 |In the focus group discussions, the author cafemed would not wish to) distinguish between spesker
therefore, the referencing system being used i$R{D all quotes from the principals and deputygipals
group, PH for the post-holders group and NP fomitwe post-holders.
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Many of the concepts articulated referred to retathips, practices and interactions

undertaken as part of the daily life of the school.

The focus group discussion allowed for a degreetefaction, disagreement and debate
about issues and concepts that was not possibleesponding to a questionnaire.

Leadership and management were debated. While thasea general consensus that
leadership involved everybody in the school, theas some debate about the role of post-
holders. This theme is discussed further below.r@heas agreement, however, that
leadership was about ‘undefined roles’ and thesesrocould change and be taken by

different people at different times. The roles colé formal or informal.

The consensus among the group was that all teachetsjust post-holders, can be

empowered to lead.

My understanding of distributed shared leadershithat most of the people, if not
everybody in the building would have a sense dfileasome aspect of school life
... | certainly wouldn’t believe that you have to é@ post of responsibility to share
in the leadership of the school; you can do sorgwy not having a post. [For
example] as a subject head in a department, leatlsngchool musical, leading a
variety of different activities in the school, [tkeers] share in that overall leadership
of the school going forward. (P/DP)

The above opening comment set the tone for dis&bleadership as an inclusive concept,
not specifically related to formal roles or postsr@sponsibility. The three quotes below
taken from the principals’ and deputy principal®ciis group discussion identify
distributed leadership as extending beyond classieadership to whole-school issues.
Now almost every member of staff will either hawherity delegated to them for a
particular area or will take it on their own backarganise something. Whether you

are a tutor or whatever it is, there is much mow®livement in school life now than
there was in the past. (P/DP)

| think you try to develop a leadership capacityhw people and they express that
through the particular roles they are doing. lloisking at the whole management
thing, it is the whole team aspect, unlocking pb&nand that can be channelled
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into different roles at different times. If a pa@nscan go from one role to another,
they develop various aspects of leadership. (P/DP)

| would see leadership as leadership wherever presses itself throughout the
school, whether it is in management or whethes itunning the school musical or
whatever it might be that it is the capacity of geson to bring people with you to
achieve a particular task. (P/DP)

These three perspectives: a) delegation, b) bgjliadership capacity and c) the capacity
“to bring people with you” to influence others, wezentral to the principals’ and deputy

principals’ discussion on shared and distributediézship.

a) Delegation
There was some debate among the principals/deputycigals about delegation.
Delegation meant that people were asked to takelea ar carry out a task, whereas
leadership means that teachers take the initiddvdecide independently to undertake a

task or a role.

You can make somebody a year head, or ask thene ta fear head or exam
coordinator but they may not carry it out as wslsamebody else. So just because
you are given the mark of leadership, it does eaessarily work that you are going
to be that person. (P/DP)

When you delegate you give authority but not eveeyaccepts it equally or is
equal to responding to it. (P/DP)

The idea of accepting authority when delegated alas raised by the teachers in the

context of post of responsibility, and is refertedn section 5.3 below.

The teachers’ responses to the question on thealerstanding of shared leadership
included delegation, along with teamwork and sgttiexample and goals. The
principals/deputy principals concurred with thesenaepts being part of distributed

leadership. There was agreement among both grbapssamwork was very important and
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that this should be modelled from the top downphwcipal and deputy principal working
closely together.

| think a very important word in the context of ghg leadership is working as part
of a team. (P/DP)

b) Leadership capacity
At times, some of the principals/deputy principsisuggled to find meaning in the term
‘distributed leadership’. In attempting to undernstaand articulate the concept, and to
distinguish it from management, one participant dgputy principal) said that his
understanding of leadership was about vision andedaghe question “how do you
distribute that?” The term “unlocking potential” uied resonance among the group.
Distributing leadership was seen, not so much asefiting that can be parcelled up and
handed around but rather as a way of being andgdbghaving in the school context. In

the course of the discussion participants askedtouns of each other .....

How do you distribute leadership, if the essencéeaflership is something that is
definitely not management or administration? Itthat thing that sets it apart.
(P/DP)

Some suggestions were presented in response tguibssion.

| think that probably the answer to some degreespectrum; there is nothing black
and white in this, so it is a spectrum. | thinki§] about unlocking potential, is a
very good metaphor for what you are doing. (P/DP)

| think you can't just ‘distribute’ it to them. Yobcan't just say here ‘share out the
cards, this is your hand of cards etc.’ It is nk¢ that. If you open the opportunity
and give possibility for potential to be unlocké&eén you are effectively distributing

leadership. (P/DP)

c) Influence
There was agreement that there are “so many a$pedisadership but that “the bottom
line is that the measure of leadership is influén&DP). However, “you can provide

opportunities for people to display initiative atadgrow their influence” (P/DP). The word
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“influence” emerged frequently throughout the dsgian, as is evident in the selection of

guotations below:--

The measure of leadership is influence.
If a person has influence, they have leadership.

Often you find people with more leadership skillmdamore influence who don't
have the title.

He was able to get people on board.
You need to drive it and influence others.
The person who is exerting influence and pushinggghforward.

(PIDP)

While this concept of influence did not appeartia teachers’ questionnaire, it emerged in
both the post-holders and non post-holders’ foawsigs in the context of how teachers
might influence each others’ work in the classraamd is discussed further in Chapter Six,

as it relates to teaching and learning.

Comparison of principals and deputy principals with teachers’ views of shared and
distributed leadership.

In the principals’ and deputy principals’ focus gpe distributed leadership is discussed,
not as a technical ‘parcelling out’ of tasks oresylbut rather as a way in which people
interact with each other. Concepts mentioned bycgrals and deputy principals included
empowerment, giving authority and independenceolirement in decision-making,
recognising expertise, ownership, having a voieading by example, delegation and
creating an environment where people are not at@ithke risks and are encouraged to
take initiative. There is strong overlap betweea tiews expressed by the principals and

deputy principals and those expressed by bothpmgiers and non post-holders.
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While the principals and deputy principals did net the term “consulting” with teachers
when making decisions, they did, however, mentiwawving a voice” and “involvement” in
decision-making. They expressed the view thatdathers “actually have a voice and have
their opinions listened to, you will find that pdepwill take responsibility outside their
designated or defined role”. (P/DP)

There was very strong agreement among participantall three focus groups that
leadership is a concept that can apply to all tees;twhether they hold a position or post of
responsibility or not. The participants in all taréocus groups agreed that distributed
leadership is about empowering people, allowingnthe take initiative and be involved in
decision-making. They also agreed that it is abit atmosphere in the school that
encourages teachers to take leadership roles aifispgspects of the school, for example,
co-curricular or extra-curricular activities andesfal functions that occur in the school
from time to time. In all three focus groups ther@s agreement that distributed leadership
incorporates the idea of teachers working togethéeams and collaborating in planning
and providing learning opportunities for studertsis applies at both subject department
level and at whole school level, for example haviagteam approach to policy

development.

One area, however, where differences occurred nveghd across the focus groups, was that
of the post of responsibility structure. In thengipals and deputy principals’ focus group
participants agreed that, although teachers wepeiaied to a position of management
within the post structure, that did not automaticahake them a leader. The discussion
among the post-holders themselves elicited diffeirgerpretations of their leadership role
and the non post-holders agreed that the leadersleipf post-holders differed, depending
on the individual person and situation. These issare discussed further in sections 5.2
and 5.3 below.
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5.2 Distributed leadership — top down or bottom up? Developing
distributed leadership

To explore their understanding of distributed leallg further, participants in all three
focus groups were asked if they see distributeddeship as a responsibility held in the
first instance by the principal and deputy printipat dispersed or distributed to others, or,
is leadership something that all teachers haveoresiility for by, for example, showing

initiative in their own teaching? In other words,leadership distributed downwards from
the principal and deputy principal or do all teashdemonstrate leadership from the

bottom up?

In their focus group principals and deputy printSpaesponded to this question by
discussing interactions between themselves antl rstahbers, for example, they agreed
that principals must be aware of the situation lamolw what is going on in order to bring
people with them to achieve their vision. In thiscdssion, reference was also made to
unlocking potential, providing opportunities, build capacity, encouraging teamwork,
trusting staff to do things and giving them ‘a Ildegd’. There was also a suggestion that

if you have appropriate levels of leadership distréd throughout the school, you

can free up the principal and deputy principal éontore involved in more aspects
of teaching and learning and the curriculum. (P/DP)

In the post-holders’ focus group the question okethkr leadership originates with the
principal/deputy principal or with teachers was rgedebated. Their discussion started
with the view that teachers have responsibilitiesnf the start to show initiative, but then
concern was expressed that post-holders were daskaal too much. In general there was
agreement that post-holders should exercise leaigarsrelation to students and parents as
appropriate to their role, but that the principatladeputy principal should manage staff.
However, one or two post-holders stated that tledly &s leaders, that these boundaries
should be blurred sometimes. After all, if holdeg@ost of responsibility was a precursor to
becoming a deputy principal or principal, then thisuld be good preparation for that role.
The group as a whole, however, did not agree wids¢ comments. There was further

discussion among the post-holders on the issueaghpnt — they acknowledged that the
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posts of responsibility carry with them a set ofielsl for which they are responsible but
some members of the group stated that they werepaa enough to take on the
responsibility of managing their colleagues and tha duties of the post-holders originally

were supposed to be carried out during the schaal d

In the non post-holders’ focus group, the respdosthe question as to where distributed
leadership originates was that it should be a mexad both top down and bottom up.

You need both. You need good leadership and a gaadipal and deputy to say
how it is done. But equally you need to use youn anitiative”. (NP)

There was agreement that if all teachers took lshge responsibility beyond their

classroom, e.g. for students’ behaviour in theidorr it would be a very good school. But
a note of caution was sounded about some teadiengton too much power and the need
for the principal to “direct” came through stronglyhe directs us to make sure we’re all

singing from the same hymn sheet”. (NP)

Across the three groups, the responses to theigoest where distributed leadership
originates, can be summarised by stating that wékrybody should take responsibility
and be free to take initiative, all were in agreatribat the principal and deputy play a
particular leadership role, whether in managindf sia directing practices, so that there
will be a shared vision in the school. Even theg@pals themselves talked about creating
an atmosphere that would be empowering and the faredirection from the top was
evident in their comments. The discussions amoeghhee groups suggest that there is a
responsibility on principals and deputy princip@screate an atmosphere that is conducive
to teachers showing initiative and being involveddecision-making. The perceptions
arising from the teachers’ open-ended questiohenquestionnaire was that they should be
involved in decision-making, the culture shoulddo#iaborative, everybody’s voice should
be heard and people should work together. Howekiercomments about ‘direction’ from
the principal and deputy principal suggest thatytipday a key role in defining the
atmosphere in the school, which allows leadershipet distributed. In order to develop this

further each group was asked how this type of lesile might be developed.
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How leadership is developed — what practices encaage others to display leadership?

In the principals/deputy principals’ focus groupsalission many of the themes raised
earlier once again surfaced, for example, teamwaelegation, influence and having their
voices heard. In addition, the principals and dgjpuincipals recognised the role they play
in providing opportunities, for example, creatieguins and encouraging teachers to be part
of the team and to take leadership roles within tosmtext. They expressed the view that

unexpected leaders sometimes emerge from suclicitsia

People you wouldn’t think come out of it, are vegpable and very able and they
would never be the first ones to put themselvewdod. So working in the smaller

teams is very good. (P/DP)

Role modellingand example given from ‘the top’ were seen as ingmbtby all groups.

| think that in terms of leadership in the schabhas to be ... role modelled very
well by the senior management team, the Principal the Deputy Principal.
(P/DP)

You also have to lead by example yourself and eajiethe Principal and Deputy
Principal; if they are willing to show leadershipdadistribute tasks and leadership
roles to people | think you will have a more co@tie staff. (P/DP)

Both post-holders and non post-holders agreedthieaprincipal and deputy principal must
be willing to ‘let go’, that they must be open, ahdt the example must come from the top.

| think leadership is developed as long as thecppal and the vice principal are not
hanging on to power and want to do everything tleves. (PH)

But | think as long as they are willing to allowhet people to get on with what they
are good at, | think that leadership just happérid)

| suppose that comes from the top down. If thagypal is not willing to be open to
that then it can't really happen. (NP)

Pragmatism!One of the participants in the principals/deputingpals’ discussion made
the comment “You need to accept too that some pespl not change and will only want
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to go in and do their teaching and do it well ot.’h@his assertion however was contested
and suggestions were put forward regarding affigypeople, recognising their individual
worth and taking small steps towards change.

Individual recognition:The principals and deputy principals agreed thegry important to

recognise and affirm the work of teachers, as shovhe selection of comments below:

Value people and acknowledge contributions, noendibw small.
| think people’s self worth is important, you peithem and affirm them.

Research shows that the greatest incentive for ®@mapt is the sense of being
affirmed and being involved, not wages and othegdh (P/DP)

Some specific suggestions were offered as to hay thight affirm teachers, such as
having rules at meetings where everybody has takspace before anybody can speak a

second time.

In the post-holders and non post-holders’ focusigsahey also agreed that the concepts of
recognition and affirmation made an important dbotion to the development of
distributed leadership. Being asked how things vgeiag and being given opportunities to
show leadership even in small ways, such as takmgutes at meetings or making
announcements over the intercom, helped them tcciseeand develop some leadership

skills.

An atmosphere of trust and risk taking was considi@mportant by participants in all three

focus groups.
One thing that came to my mind was that there ddeettrust that if you are a very
tight Principal and Deputy, and don'’t trust youafsto do things, you are always

checking up on them. You have to allow them a ltwash and if they make a
mistake or things go a bit pear shaped, be pregariee with that. (P/DP)
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The non post-holders felt that a supportive atmesplvas essential, the ‘approachability’
of the principal was significant and the atmosphearg¢he school must be conducive to

people becoming involved, expressing opinions aetirig free to speak at staff meetings.

| think it definitely depends on the atmosphere @redenvironment you are in. (NP)

In all three focus groups the concept of structuvas discussed. They were described as
meetings with post-holders and subject departmantswere considered to be a vehicle
where people could have a voice, be involved insiwt-making and have opportunities to
develop leadership

regular meetings with post-holders and subjectetmgs with subject

departments. So there are channels and there ayre far people to put forward
ideas and have them discussed. (P/DP)

| think people feel that they have a voice as vesltl they are involved in the
decision-making process. (P/DP)

The post-holders and non post-holders recognisednbportant role the principals/deputy

principals play in setting up these structureseashers themselves are not in a position to
do so.

They have to set up those formal structures redty,t they? (PH)

Once the different departments meet and start skseg things, then that just opens
the channels. (PH)

| think it depends on how the staff are organisééhat | used to find funny is that
it is always the same person that chairs the mgetinis nice if it occasionally is a
case where ‘you chair the meeting this time’ anelgane gets a turn at it. (NP)

A further point made in relation to the developmentleadership was that leadership
opportunities should be inclusive: everybody shookdafforded the chance to exercise
leadership from time to time. It was stated by ofe¢he post-holders that a measure of
leadership was that different people volunteerecgbtivities at different times. If the same

people always volunteered, then leadership wasbeotg developed. This point found

some agreement among the group members.
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| think you would notice if you looked over a yedra staff and see who volunteers
for what? If those volunteers are coming from aadr range you are probably
doing a fairly good job towards promoting leadepshi your school. (PH)

The comment below, made by a teacher who had agiastisponsibility in a previous

school but not in the current school, sums up tbe post-holders discussion on how
leadership might be developed throughout the scHbalearly indicates that distributed
leadership is not specifically related to postsredgponsibility, but rather to the general

atmosphere that prevails.

| have no post here, nothing, but | feel | have mowre opportunity in terms of
leadership than | did in the other place and feathnfreer to speak at a staff
meeting than before. Even though | had the title, way of giving leadership is
much freer now. | would be more willing to step tapthe mark as opposed to it
being imposed on you. (NP)
Why might leadership be distributed?
Part of the principals/deputy principals’ focus gpadiscussion centred on the reasons for
distributing leadership in schools. This highlightdwo different perspectives on
distributing leadership, one being the ‘nuts andtsb@f managing the school and the
second being the potential benefit to students whene people feel ownership of the
running of the school. The responses raised issftitise complexity of schools and the

concomitant need for many people to take respdiigbifor aspects of the school.

It is a practical necessity now because schooldi®o complex. (P/DP)

A leader can’t lead 50 people, but if they can letter leaders, there is a multiplier
effect to spread to people they have been in contitic. (P/DP)

The unlocking of potential, referred to above, I®applicable here. It was implied in the
conversation that unlocking potential and feelingnership contributed to a better school

environment.

| think if more people feel ownership of an orgaisn, they will benefit, the
organisation will benefit and in our case, the pemits, the students will really
benefit. (P/DP)
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| think that is very useful to have more peopleoired because it really helps and
they understand the complexities. (P/DP)

Further analysis of the role of the principal amghuaty is presented in Chapter Seven in the

context of leadership practices that enhance tegamd learning.

5.3 Leadership role of post-holders

The need for leadership and direction from the i®vident in the three focus group
discussions about posts of responsibility and systand structures to support post-holders
in their leadership roles. One form of distributeddership, as outlined in the literature, is
that of creating leadership or management positiBosts of responsibilities are the only
formal, remunerated positions of leadership/managerm the Irish post-primary system
and they were designed and intended to allow teadbecontribute to the overall work of
the school. Posts are generally classified as iboitng to pastoral, academic or
administrative work. Each school agrees its ‘schedaf posts’ and defines the

responsibilities associated with each post.

Through the discussion with principals and deputgqgipals it was evident that holding a
post of responsibility confers a leadership or nga@naent function on a teacher and that
teachers need to be nurtured and supported ascéngy out these functions. However, it
was the view of the principals and deputy pringpidiat the post of responsibility in its
own right does not make one a leader. It is thecse of their role in a particular manner

that allows post-holders to develop as leaders.

The post of responsibility structure
Three key ideas emerged from the principals’ amautieprincipals’ discussion — a) post-
holders need to be given the authority and ‘sp&xexercise their posts; b) conferring a

post on a teacher or delegating a set of dutiess d@t make them a leader; and c) the
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school must support them in their leadership rélee majority of principals and deputy
principals in the focus group recognised the mamege position of post-holders but
agreed that they were not the only leaders amomgttff, in other words, they recognised
informal, non-positional leadership as being asifigant as the post of responsibility
structure when it comes to distributed leadershitheir schools, as seen in the two quotes

below:

| suppose on year heads and assistant year heddssaistant principal’s salary,
you give them a particular role to do, whereas ofheople, [take initiative] for
example, last year we had a teacher who had antadda a musical. He was not
musically minded but he knew how to push the bttand he took that on his own
initiative and to me that is leadership. (P/DP)

The roles that go with posts are to do with managerand are the nuts and bolts of
how the school operates. (P/DP)

Post Holder views of their leadership role

The post-holders’ discussion revealed very mixethiops as to whether they played a
special leadership role. There was no consensuse Sy the post-holders valued their
leadership role and felt they set the tone fordtieool, while others argued that younger
teachers bring a ‘freshness’ and show leadershipligg on roles without having a post of
responsibility. There was also reference to theifipeature of the post. At one end of the
spectrum, one post holder expressed the view tiatirtfluence of the year head was
exerted over students and parents, rather thancolleagues, while at the other end of the
spectrum there was a view expressed that in the ohslisputes or conflicts between
teachers and students, the year head plays aisagiteadership role by intervening and

negotiating in the conflict.

In relation to post-holders as leaders, the comsméetow give a flavour of the mixed
views held by the group.
You can't beat experience. The longer you are, dhé more interactions you see

and deal with and try and deal with. | would dolbk upon the older teachers again
with the experience, as the leaders in our sclipél)
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| would agree with that. As you say, the more ewgpeed teachers would tend to
create the atmosphere in the school. The othdrpmk up on that. It is leading
from the front. (PH)

| think real leadership — the school is really ameging leadership when even
people who are not that long in the school, ... takeesponsibility for something,
whether it is on a voluntary basis or the unliketil of them having a post at that
stage. (PH)

I think individual schools will encourage a parteoumodel and then | think your
own personality very much will influence how youwoske to lead. (PH)

... post-holders are a very diverse group in génefaere are posts there that you
may disagree with, that they should be posts attlaly don’t necessarily lead
themselves handily towards leadership. (PH)

The key points raised here include the appropresggior otherwise of some of the posts of
responsibility.

The quotes below reveal a difference of opinion agnoost-holders as to the extent of their
responsibilities as post-holders. Are they expetechrry out the duties of their post only,
or is there a bigger responsibility on them to edser leadership in the wider and more

general context?

It is leading by example in different things, likgetting to class on time and
participating at meetings. The difference betwéeiding a post and being a
manager and a leader is a slightly wider brief thian simply have a task to fulfil
and you do it. Therefore your task is done and getupaid for the job. Whereas,
as a manager / leader, there is extra, you havexta load on your brief which
would encompass things such as leading by exanqléRH)

You have to be flexible. You can't really go inrfa special leadership role, you
can't be a leader and go in with a basket of tepasameters and goalposts, you
have to be flexible. (PH)

If people interact with you, because they need ybey will look for leadership.
(PH)

However, in contrast to these views, other postias did not see themselves as role
models for other teachers, or indeed as leadersy Thight, however, be a “conduit”

between teachers and students in resolving a cobilit they would not “dictate down” to
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solve the problem. In other words, they would a#Eta “management” position in relation

to colleagues.

In discussing the various job descriptions for past responsibility there was consensus
among the post-holders’ group that some postssgforesibility require more contact with
colleagues than others and that the nature ofdh&act will vary. For example, a teacher
who has responsibility for IT may be involved iropiding professional development for
colleagues, a year head might have to intervereconflict between students and teachers
and an examinations coordinator’s contact witheaglies may be confined to information
exchange. In short, the group agreed that the eatuthe post determined whether or not

colleagues perceive post-holders as leaders.

With regard to involvement in decision-making, agéiere was evidence among the post-
holders of different experiences. Some commentgestgd that they have autonomy to
take the initiative and make their own decisionekelas others suggested that they might

“have a voice” but that ultimately the principal wd make the decision.

Another example of the differing opinions is evitd@mthe discussion on the starting and
finishing times of the school day. There was geregeeement that if a school is reviewing
this, all staff should be involved but that postd®wss could have an initial discussion on it

because they could then present a clear proposia¢ twhole staff.

| do think sometimes it is the initial teasing afitsomething like that might go to
post-holders, as to the possibilities, we haveattsfy a certain requirement, what
options have we got? Sometimes it starts off vl post-holders] so that you go
to the whole staff with a neater package. (PH)

However, this view was countered by the view tlainger teachers might be more radical
in their approach and bring a fresh perspective. thia understanding, a committee

comprising a cross section of staff should meekréov up proposals.

The key issues arising from the post-holders’ dismn can be summarised as follows:-
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1. There was a difference of opinion on the leaderstufes of post-holders.

Perceptions vary as to whether their colleaguew tieem as leaders and whether
they viewed themselves as leaders. They agreedptsttholders and posts were
enacted differently by different people.

Post-holders’ own understanding of what it meangxercise leadership in this
context is not clear — is it about fulfilling thask, according to the job description
in the Schedule of Posts, or is it the wider boétbeing a good role model and
taking responsibility at a more general level?

There was a reluctance to differentiate post-heldesm other members of staff

when key decisions are being taken.

Teachers’ views of post-holders

In the non post-holders’ focus group there wasegent on a number of issues regarding

the leadership role of post-holders:-

If the post duties are exercised well, it makegyaiicant positive difference;
Post-holders differ in the way they exercise thmists — consistency does not
always exist. It depends on “who they are and pbat they’re doing”;

The system of allocating posts by seniority shdidadchanged;

There is a need for leadership at that level.

The duties attached to the posts were briefly dised, with the teachers identifying the

year head post as being particularly relevant & twork, as the year head is likely to be

the first ‘line of referral’ for student behaviolingasues in the classroom. Posts such as

Examinations and School Planning also featured hie tesponses, as they have

organisational and/or developmental implicationat timpact on all teachers. Three key

guotes are presented below.

There is no doubt about it, a post holder does plapecial role if the job is done
properly. It does bring order to chaos. You decheome direction at some level.
(NP)

I think you really notice it if a post is done IbadNP)
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| think they do [play a special leadership role]timat if you think of any of the
posts, they have to motivate and lead. The pedsomy up the exams has to tell
you to make sure you are down on time and if ya refieving somebody, get
down there quickly, they have to go back to clashe person in charge of school
development planning has to make sure it is kegheragenda and has to motivate
the individual groups (NP)
The responses from the three focus group discusgialicate that leadership at the level of
post-holders is required but is not automaticallgated by placing people in posts of
responsibility. Individual post-holders differ ingir perception and enactment of their posts
and the need for both support and training, whies waised by the principals and deputy

principals, was discussed further with the holdertheir focus group meeting.

Supporting post-holders in their role

The post-holders themselves discussed the preparahd training they received when
appointed to their posts of responsibility. Therasvstrong agreement that they had no
formal training for their post. They watched othgost-holders doing similar jobs,
especially year heads. They all agreed that not diol you watch them but you consulted
with them and asked their advice and opinion. S@o#ts, however, are new and their
incumbents therefore have no ‘predecessor’ or aglles to consult with. These posts

require “an awful lot of initiative”.

In the post-holders’ focus group, some time wa®mito discussing the systems in place
for communication between post-holders and thecpral or deputy principal. The
participants in the group consider meetings, whefibrenal or informal, with the principal

or deputy as being a form of support to them inrthade. The arrangements for formal
meetings varied significantly between schools alsd &#etween the two levels of post-
holders, i.e. assistant principals are more likeljhave formal meetings with the principal
and deputy than special duties teachers. In adetlschools, the year heads meet with the
principal and deputy. In one of the schools, thessant principals meet on a monthly basis
and are considered to be the senior management beamother of the schools, at the year
heads’ meetings, they often discuss issues beymnbte of the year heads — they are used
as a ‘senior management committee’. In that schio®lyear heads are not all assistant
principals and therefore there was some causeoftcezn among their colleagues that they

were discussing issues that perhaps should besdisdiby the whole staff.
90



When asked about whether post-holders are seenteasna (another possible means of
supporting post-holders in their work), the papasits in the post-holders’ group agreed
that the special duties teachers were not seentaana because they never meet. The
discussion around having a senior management tag®edra debate about staying after
school for meetings. In one school this is the nonoe a month. The others exclaimed that
they would not be willing to do this, as posts weupposed to be carried out during the
school day. However, one post holder mentioned thetause post-holders get an

additional allowance they should be willing to stayafter school to carry out some work

related to their post — “I have to be seen to damhmoney”. There was no response by any
other member of the group to this statement.

5.4 Summary

Views of distributed leadership — summary of emergig themes

Across the three focus groups (principals/depuincgrals, post-holders and non post-
holders) there was a significant degree of simyan their understanding of distributed
leadership. It is something that must permeatem@e school and is evident through the
prevailing culture and atmosphere. The principa deputy principal play a very important
role in setting this atmosphere and they do thikath formal and informal ways. The
general ‘approachability’ of both principal and dgpplays a key role — showing a genuine
interest in and concern for the work of each indlinl teacher helps to set the tone for how
people approach their work. But distributed leakigrsgoes beyond that to providing
opportunities for teachers to exercise leadersHis may be through actions like chairing
a meeting, leading a new initiative or leading atraecurricular activity. This opportunity
to exercise leadership must be facilitated fromttipe i.e. the principal or deputy.

There was also agreement that structures were goriamt element of distributed

leadership as they allow for leadership to be e@sedcby a variety of people. Structures
included subject departments and teams set updiessla variety of school development
issues from time to time. To be considered a ‘stmec, they must have time to meet and

particular goals to achieve. Different people mégypdifferent roles from time to time
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within these structures and in that way they alfowteachers’ voices to be heard, thus
including them in the overall decision-making ofetlschool. They also provide
opportunities for teachers to exercise their inilees whether they hold a formal position of

leadership or not.

The most commonly recognised formal leadership/mement structure in Irish post-
primary schools is the post of responsibility sgstén this research, it was evident that in
spite of this, distributed leadership is not eqdatéth the post of responsibility structure.
While post-holders can exercise leadership andscametimes be seen by colleagues as
leaders, this was dependent upon individual teachand how they exercised their
particular post. There was also a reluctance anpwsj holder themselves to accept a
decision-making status, to the exclusion of th@leagues who did not hold posts of
responsibility. They disagreed on the extent ofrtleadership and principals and deputy
principals recognised that a post of responsibdity not automatically make somebody a

leader.

The four points below represent a summary of theigsues emerging from the research

and are also reflected in the literature review.

() Roles

The concept of distributed leadership recognisest theople play leadership roles
throughout the school. These roles may be formaitformal, positional or non-positional.
In this research, four different examples of roéeserged (see table below). The post of
responsibility is a formally recognised and remated position. The others may be formal

or informal and may be short term or long term.

Roles 1. Having a post of responsibility

2. Having a role such as head of subject departmepécial needs

coordinator, debating coordinator (which is ngioat of responsibility)

3. Leading a specific event, e.g. organising the schsical

4. Rotating roles, e.g. chairing a staff meeting
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These roles provide teachers with opportunitiesxtercise leadership in a variety of ways.
They imply leadership beyond the classroom andrpaate actions which will influence

colleagues. Whether all teachers engage in thaskerdghip activities is not clear from this
research but the research participants agree thtmibdted leadership is defined by the

possibilityof these roles being exercised by any teacher.

This summary also presents the views of the rekepacticipants that structures are a
necessary feature of distributed leadership. Thet pd responsibility and the subject

departments are examples of structures that atboweadership to be distributed.

(i) Individual traits
Distributed leadership is also linked to individuagrsonal traits. These traits influence the
practices and interactions of teachers in the d¢hdwether in a formal or informal manner.

These traits as they are exercised have an impatttecculture of the school.

Personal, individual traits 1. Having influence

. Being able to work independently

. Taking responsibility

2
3
4. Exercising authority
S

. Showing initiative

(iif) Belonging to the organisation
Through the research a sense of belonging to thangation featured strongly and the
concepts below were part of this sense of belondfribere are no common goals or sense

of shared vision, then leadership is not likelypgoshared or distributed.

Belonging to the organisation 1. Having a sense of belonging to the school

2. Being part of an organic structure

3. Having a voice
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4. Being part of decision-making

5. Being involved in professional interactions wijth

colleagues

Research participants identified collaboration &ea feature of distributed leadership. A
sense of belonging to the organisation contribstgsificantly to creating the conditions

for collaborative work practices.

(iv) Supporting the individual

The concept of support from principals, deputy gipals and colleagues in exercising their
leadership responsibilities featured strongly amaémg participants in this research. It
emerged as significant in responses to the tedcheestionnaire as a factor that helps
them to do their job well. It also arose throughk thcus group discussions, where it was
evident that distributed leadership doesn’t ‘juapjpen’. People need to be ‘nurtured’ if

leadership capacity is to be developed.

Supporting the individual Unlocking potential

Recognising skills and talents

Providing opportunities to take initiative

B W NE

Leading by example

Teachers need to be supported and affirmed soathatel of confidence can be built up
which will enable them to exercise influence ovéheos, thus developing leadership
potential and capacity.
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Chapter Six
Linking Distributed Leadership with Learning

6.0 Introduction

The previous chapter presented and analysed theepiems of distributed leadership
emerging from the three focus groups: the prinsipald deputy principals, the post-holders
and the non post-holders. The issues raised inetliesus group discussions were
summarised under four headings: roles, individuaits, a sense of belonging to the
organisation and being supported in their work.degahip is distributed through roles,
formal or informal, some of which can be rotateépehding on the task or activity.
Individuals display leadership in different waysy knfluencing colleagues, taking
responsibility and showing initiative. A sense efdnging to an organisation is developed
through involvement in decision-making and throygisitive interaction with colleagues.
Teachers feel supported in their work when semadérs, especially principals and deputy

principals, recognise their skills and talents affatm them in their work.

Spillane (2007), Duignan (2006), Day et al. (20@ll)agree that leadership involves all
members of the school community, not just the ppaicand deputy principal. They also
view distributed leadership as being central to téeching and learning process in the
school. In setting the agenda for the focus groths,questionnaires raised a number of
themes linking distributed leadership to teaching Bearning. Included among these were
monitoring and supporting student learning. An eplarof how this might be achieved
includes analysing students’ results and using thenreview practice. This process
involves leadership routines carried out in a sageeby a number of people in a
coordinated process. Such co-leadership practieatisn Spillane’s (2007) definition of
distributed leadership and shows a link to teaclaing learning. To explore this and other
links further, the participants in all three foagr®ups were asked about their perceptions
and experiences of the links between distributaddeship and teaching and learning. The

emerging issues are analysed and discussed irclihjster — if distributed leadership is
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linked to teaching and learning, what is the natfrehe link? Does it enhance student

learning?

In Section 6.1 the links between the post of resjimlity structure and teaching and
learning are reviewed. Does the post structure rikmté to improving teaching and
learning? The potential for influence lies in thestfinstance in the job descriptions that
make up the schedule of posts, and in the secatanice in the manner in which the posts
are implemented. The views of post-holders thenesebre contrasted with the views of
principals and deputy principals and non post-hslam these issues. Is there a difference
between allocating or delegating a set of tasksost holder and distributing leadership in
a manner which empowers post-holders to be edunzdtieaders? Are post-holders seen as

leaders who can influence teaching and learning?

Section 6.2 presents an analysis of the leadeshigices which provide a link to teaching
and learning. The perspective presented in thigptehamainly reflects the views of
teachers, both post-holders and non post-holder€hapter Seven examines the practices
of the principals and deputy principals. The fogosup discussions with post-holders and
with non post-holders established that leaderstap mot the prerogative of the principal
alone but could be exercised by any teacher, évamy within the confines of his/her own
classroom. Distributed leadership means havingi@nite and being able to take initiative.
In that context, the focus groups discussed andniaal the practices that might link

leadership to teaching and learning.

Section 6.3 summarises and discusses these finudiriige context of the research question:

what are the links between distributed leadershiptaaching and learning?

6.1 The post of responsibility structure and its ifluence on teaching and

learning
Chapter Five outlined differing views on the leadhp role played by post-holders. Each
post holder is assigned a set of duties, but thas chot automatically make them a leader.

The job description of the post has some impacthaenscope and level of leadership
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exercised. The selection of teachers to theseiposiaind the manner in which the post
duties are fulfilled were among the issues thas@aras being relevant to the extent and
nature of leadership exercised by post-holders.nSssues affect how the post of

responsibility structure influences teaching aradréng.

The Schedule of Posts of Responsibility

When the post of responsibility structure was regig1 1998, all schools were required to
carry out a review of their needs and each boanshafagement, in consultation with the
principal, deputy principal and teachers, was nmeglito ratify a schedule of posts that
would best meet these needs. For the list of piostee three schools involved in this

research, see Appendix 4. In this appendix each igosategorised as administrative,

curricular and/or pastoral (the categories wergbeg by the schools). An examination of

these posts, as categorised, provides the firgghihsnto the possible link between

distributed leadership and teaching and learningin posts are placed under two
categories, suggesting the variety of activitiesoamted with the post. Examples of posts
categorised under the curricular heading includsgi@mme coordinator, staff induction,

PGDE coordinator, school development planning doatdr, transition year coordinator

and special needs coordinator. Posts categorisddr uhe pastoral heading include, for
example, year heads, home-school liaison and goeddPosts categorised under either of
these two headings have the potential to signifiganfluence teaching and learning.

In the principals’ and deputy principals’ focus gpothe potential of the various posts to
influence teaching and learning was discussed. Gmné¢he participants gave several
examples from his school which included the progrentoordinator, the dean of academic
performance, transition year coordinator and theiofuCertificate Schools Programme

coordinator. Similar examples were given from thigeo participants, which gave rise to a
discussion on the potential, which may or may reotdalised, for influencing teaching and
learning. Three examples were given from threeedifiit participants, highlighting the

perspectives that can be taken — the title of & gh@ss not always indicate clearly what the
post entails. The potential for influencing teachand learning lies in the details of the job

description and implementation of the post. Thst fexample was the post for the school

97



timetable, the second was induction of new teacaedsthe third was the position of year
head. The first quotation below refers to the pdstchool timetabling:-
It depends on whether they just do the nuts ands bmi whether they do the

curriculum planning | suppose. They actually figaié the way the curriculum is
laid out and time slots, priorities given to th&etient subjects etc. (P/DP)

Induction is about the teaching methods and itls® about the running of the
school. (P/DP)

The year heads were always regarded as pastositiedly, [and] they check on
the academic performance. (P/DP)

In the first example, the post of responsibilitynd@aave an administrative or educational
focus, as designing a school timetable incorporatasy stages and usually involves a
number of people. The post holder might be requicedarry out the technical tasks of
entering data into the computer and schedulingselgsor he/she may be involved in

decision-making regarding curricular provision.

Throughout the discussion it was evident that tagi@pants were analysing the posts in
their own school from a perspective they had naessarily considered previously. They
reflected on the different aspects of the postsdbald be emphasised or prioritised which

could result in a more positive impact on teackand learning.

There was consensus among the principals and depirtgipals and the post-holders
themselves that all posts of responsibility wertended to influence the broader learning
environment, whether the job descriptions focusddarily on curricular, pastoral or
administrative issues. For example, the post ftrost planning was seen as having a
curricular dimension, as it is through the processschool development planning that
policies such as curricular provision, groupingstiidents and subject options and levels
are formulated. Such policies have a direct impacteaching and learning. Other policies,
such as attendance and punctuality and extraclariactivities will contribute to the
learning environment in a more general way. Howetrer post of responsibility for school
planning is generally one of coordination, not afsdecision-making. Because of this, it is
unlikely that any one teacher holding the postsftdrool planning would work alone. It is in
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the interaction and interdependence between dfi, stmnagement, parents and students
that decisions are taken. In such a post, theretbere is potential for the exercise of
leadership to have a significant impact on teaclimg learning.

In each of the three focus group discussions, thet pf year head was discussed, each
raised in different contexts: the principals angutg principals discussed their meetings
with year heads, the post-holders debated theluante on learning and the non post-
holders agreed that year heads played an impddadership role in supporting the work

of teachers.

In the post-holders’ focus group, four of the niparticipants were year heads. They
debated the nature of their influence on studearhiag and differed in their opinions. One
of the year heads expressed her perception of th@wyear head influences student
learning.
| am a year head and in my role, my whole focumistudent learning. Apart from
the administration, | am always looking at attera#aand all of that, it is all towards

student learning at the end. You are doing alt¢hebs to enhance the students’
learning and give them the best learning environrttesy can have. (PH)

However, another post holder saw it differently.fielie that the reality was that he spent his
time following up attendance and reluctantly adeditthat, at best, the student might not
leave school early but that would be the exteriti®influence.
... but | find that | would hope and aspire thathe greater picture, it will enhance
student learning. But my day to day stuff gengrg#ts bogged down in the routine
of the 10% of guys who take up to 90% of your ting0 you might enhance their
learning because you are probably keeping therharsystem longer but most of it

would be trying to placate teachers, an irritatrath these guys that are taking up
most of the time. (PH)

The group discussed the implication of this statenaed agreed that if the year head had
influenced 10% of students to arrive on time antdisturb the class, this was a positive
contribution to a more pleasant learning environnf@nthe other 90%.
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The difference of opinion between the post-holderghis topic reflected the differences
expressed in relation to their leadership role aiefhose who felt they were in a position
of leadership and could influence their colleagagsvell as their students, were the same
people who felt that all the actions they took he tontext of their post of responsibility
position were linked to teaching and learning. Tlseyv issues such as attendance and
punctuality as being significant for a student’arteng — not only will a student have a
better chance of achieving his/her potential bgrating school regularly and on time but
his/her attendance and punctuality impact on tlsstcbom environment. If a student is
absent or arrives late he/she is the cause ofrdetge to both the teacher and the other

students in the class.

Another key topic discussed in the post-holder€uf group was the change that has
occurred in the past few years, particularly sitioe post of responsibility system was
revised in 1998. Three or four members of the grakpse who have held their posts of
responsibility for a number of years, discussednteire of the changes that have occurred
and agreed that, in the past, the posts were ntrenatrative. For example, the year
heads kept records of attendance and punctualityvbuld not have investigated reasons
for absenteeism or lack of punctuality and therefeould probably not provide help and
support to the student to improve. The next stedgde development of the post of year
head was to include a pastoral dimension, wherey¢lae head would take a more active
role in identifying the social and personal neetistodents that impact on their learning.
The year heads, along with other post-holders, avéatus on “getting the context of the
learning right”. Currently, according to one of tigear heads, they have a more direct
influence on the educational development of thieidents. The quotation below presents a
view of the changes that have occurred.
As time went on, year heads for example, startéddb at how they could directly
influence student learning. In other words, enagimg motivation, talking to
parents, meeting parents at night, those kindsing$ started to come into the role
gradually. | think a lot of the later posts that hiave in our school are very much

based on influencing student learning. But a fahe old roles are still quite
administrative. (PH)
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While the group generally agreed that changes bacarred and there is more emphasis
on influencing student learning, not all the yeaadis in the focus group agreed with all

aspects of this statement; for example, not allldioeet parents at night.

A further point made by one post holder which fouagteement with the group, was

whether the post-holdenstentionallyinfluence student learning.

Everything that happens in the school affects stuldarning in some way.
Whether the role is intentionally doing that, is foint. (PH)

However, this comment can be linked to the prinsipand deputy principals’ discussion
on the job descriptions of the posts of resporigjbivhich also reflected the intentionality
of each post. The duties attaching to a post cateberibed with the intention of positively
influencing teaching and learning. The manner inctwhese duties are carried out can

also impact on the amount and nature of the inflaean student learning.

The manner in which the post duties are carried gaut also impact on teachers and
teaching. This issue was analysed in Chapter Fideagain, the differing opinions of post-
holders were presented. In relation to teaching &atning, the non post-holders
recognised the potential support that post-holdeigeneral, and year heads in particular,
can offer to them in their work. The year heads aften the first line of referral when
students are misbehaving in class. If a year heagffective, according to the non post-
holders, then there are fewer discipline problerth gtudents in that year group. But the
role of the year head extends beyond disciplintaéopastoral role they play in the lives of
their students. By having a relationship with thedent, having relevant information about
their family background and any other knowledget thraght influence the student’s
progress in school, they can lead their colleagngwoviding the necessary supports for
this student to be able to engage more positivetli wurriculum and learning. The non
post-holders all agreed that there are marked aststbetween year heads; some, but not
all, are “really really good”.

If you have a year head who doesn’t care and yeoa tias crazy kid and he is like

‘whatever’, you would feel like giving up. If ad&st you have somebody who
cares, they are leading you to help you tacklegthiogether. (NP)
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Leadership roles, as exercised by post-holderticpkarly year heads, are closely linked to
teaching and learning but this can vary; in palicin the title, the description and the
implementation of the posts. In the post descniptithe emphasis can be placed on
administrative rather than educational dimensiarg] in the implementation, variation
exists in the individual traits and attitudes tléferent teachers bring to their post. The
post of year head is particularly significant alsas the potential to provide support for both

students and teachers in such a way as to haved gifluence on learning.

Some of the post-holders themselves did not resegthie degree of influence they have

and also acknowledged that the leadership rolesareonsistently exercised.

6.2 Teachers’ leadership practices that influencesiching and learning

The literature on effective schools highlights tipetentially positive impact of
collaborative work practices (Lambert 1998, FulZ001 and Stoll and Fink 1996), many
of which require leadership to be distributed tlgiothe school. As leadership is defined as
“relationships of influence” (Duignan 2006) the aission in both the post-holders’ and
non post-holders’ focus groups on how teachersienite each other and work together

was insightful.

This section presents and analyses the data gdtlieyen these two focus groups on
leadership practices among teachers that provig®ramities to enhance teaching and
learning.A number of themes emerged, including:-

a) Teachers influencing each others’ work

b) Teachers working together

c) Classroom observation and team teaching

d) Seeking advice

e) Positive learning environment
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The findings are analysed under these headingsadrete relevant, data from the teachers’

questionnaire is included to support the findings.

a) Teachers influencing each others’ work
The concept of influence is embedded in definitiohdeadership. Therefore, it was not
surprising to find that the teachers in their remss to the questionnaire were very aware
of the influence they have, particularly on studenthe aggregated results of the
questionnaires returned from teachers in all ts®ols show that 87% of the participants
agreed that teachers’ influence on students exteagsnd the classroom. The questions in
both the post-holders and non post-holders’ focrmugs addressed the influence that
teachers have on each other in the context of iteg@nd learningConsensus emerged
that teachers can influence each other in a mamheh impacts on teaching and learning,
but the discussions revealed that, in practice ptioeess varies significantly from teacher

to teacher.

In the post-holders’ focus group examples were mgiwesome possibilities that occur for
influencing colleagues: while typing up notes onoaputer “a colleague might ask what
you're doing” or conversations about teaching aairing issues might arise while having
a cup of coffee in the staff room. A further exaenmlas given by a teacher who uses
technology in his classroom. He stated that nordgecher had asked him about the use of
IT in spite of the fact that he has been usingta geojector in class for a long time. The
participants in this focus group acknowledged thathers did not necessarily avail of such
opportunities and therefore the nature of influem@es ad hoc. The focus group then
moved on to discuss the extent of the knowledgehtsa have about what goes on in other
teachers’ classrooms. Since peer observation islwveited among these participants, they
depend on informal means to ascertain what goes dwe all close the doors when we go
into our classrooms”. There was disagreement arttgroup on the extent of knowledge
they have. While one participant claimed he wouldve a fair idea of people’s different
ways and methodologies by just sparking off eattertthe other members of the group

disagreed and the quotation below reflects the wkthie majority of the group.
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I would have a different view of it. | would sayyself and X [name of teacher] are
working in the school for 27/28 years. | would basery little knowledge of what
he does in his class. | would say he has vetg kttowledge of what | do in my
class. Ithink that would be true of most of thefffsof the school. We don't talk
very much at all about education. (PH)

An exception to this was given: the PE teacher weaches outdoors and in areas that are

often visible to other teachers as they pass.

In the non post-holders’ focus group, which comsisimainly of teachers with less
experience than post-holders, there was clear ageiethat teachers influence each other,
helping to improve practice. Classroom observaisodiscussed below but in addition, the
non post-holders felt that by observing teacher&dealing with student discipline” their

practice was influenced.

Both post-holders and non post-holders stated tdethers can influence each other’s
practice by sharing resources. The non post-holdgreed that sharing resources can
deepen their understanding of the subject matteigliaught. However, the questionnaire
responses supported the view expressed in thehptdgrs’ focus group that this does not
happen as much as it could. In the aggregated mespdo the teachers’ questionnaire only
49% of participants agreed that resources are @ghaitbin the same subject department.
However, this varied considerably between the tla@w®ools; 75% of participants from
Eldorado and 57% from Heidelberg agreed, while @196 from Louvain agreed. The
comment below was made by one participant, but refigct the situation in Louvain only.
We have an internal school system where we haderf®lfor each department,

computer folders. | put all my power point stuf€.en there. Nobody ever uses
them. (PH)

However, the participants appreciated the difficudf setting up practices that enable
teachers to share resources and raised the questioa prevailing culture and attitude that

enables teachers to improve their practice thralingining resources.

The subject department structure was discussednasaas of providing opportunities to

share resources and discuss work. Both post-hobdetsnon post-holders agreed that the
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recent emphasis on subject departments in scha@la@ment planning nationally offers
the possibility for a more formal approach to sh@rresources thus influencing each

other’s practices.

In both focus group discussions, the operationhet¢ departments did not emerge as a
very strong force in improving student learninghalgh in the questionnaires teachers
expressed very strong agreement that the aim ¢gécudbepartments is to improve student

learning. The leadership role of the coordinatos w@en as important.

Table 6.1Teachers’ perceptions of distributed lealip — the role of subject departments

%5&4

(agreement)
The objective of subject departments is to improve teaching and learning 87.63%
Subject departments should have designated meeting times 86.60%

Teachers should plan and review their work together with colleagues from the | 80.41%

same subject department

Subject department coordinators play an important leadership role 70.10%

Analysis, using data as evidence, of student progress should be carried out by | 63.90%

teachers as part of subject department meetings

However, as table 6.2 below shows, even thoughh&acconnect the work of subject
departments to both distributed leadership andniegr less than 50% of questionnaire
respondents agree that, in reality, subject demantsnprovide the forum for leadership
practices that could enhance teaching and learflihgs might account for the lack of
strong reference to subject departments in thesfgcoup discussions and seems clearly to

be an area for further investigation and develogmen

Table 6.2 Leadership practices in relation to sgbgepartments

Teachers in the same subject departments share resources 49.48%

New ideas about teaching and learning are discussed at subject department | 34.02%
meetings

In our subject department we work together to systematically review our work 31.96%
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The three statements in Table 6.2 identify prastibat would enable teachers to influence
each other to improve teaching and learning. The $mores indicate that scope for
potential improvement is being underutilised. Teastcould influence each other through
educational discussion and dialogue at subjectrtiapat meetings, and while this happens
to some extent, the depth of dialogue could betlyrégaproved. A comment made in the
post-holders’ focus group expressed this view adgupported by statistics from the
guestionnaires.

| think even within the faculties, what we do is discuss the curriculum, but we

don’t necessarily discuss the methodologies othiegc We shy away from those

because we are not totally convinced what we amggduurselves is right and
therefore we are not going to tell everyone elsatwte do. (PH)

But the marked contrast between schools in resptindlee questionnaire (see table 6.3)

again suggests that practices vary considerablydsst schools.

Table 6.3 Subject departments (individual schosdsres)

Eldorado| Louvain | Heidelberg

Teachers in the same subject departments share resources 75% 31% 57%
New ideas about teaching and learning are discussed at | 44% 18% 45%
subject department meetings

In our subject department we work together to systematically | 44% 18% 40%

review our work

The issue of confidence, or lack thereof, foundbmnasce among the participants in the
post-holders’ focus group and is addressed belowhéncontext of seeking advice and

creating a positive environment.

The influence which teachers have over each otkimds beyond subject departments.
Both the post-holders’ and non post-holders’ fogumups raised the issue of the direction
of influence. A newly qualified teacher expresseé wiew that she would “probably

influence maybe the H. Dips a little bit more” bubuld also influence her peer group, i.e.
other newly qualified teachers. However, in thetgmdders’ discussion, the influence of
younger teachers on those more experienced waatdaged and valued. There was
agreement that younger teachers often had new ittedscould enhance the practice of

more experienced teachers. The benefits of re@pmfiuence were acknowledged.
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The overwhelming message emerging, however, wagtbemal nature of influence and
the impact of the school culture and atmospheréherpractices that facilitate sharing of
resources as a means of influence. Teachers ifiothues groups came from traditional
voluntary secondary schools and from a communitpsktthat opened only nine years ago.
They identified that new schools might have a mgpen culture while more traditional
schools are more likely to have a “closed” classraioor culture. The question was also
asked if there is a difference between male andlemeachers — are females more likely to
engage in discussion about their own performanae thales? Both of these issues were

left unresolved.

The participants in the post-holders’ focus growgzognised the reality of cultural
influences and the possibility that influence canriegative as well as positive. For this
reason, the suggestion that some more formal agpesashould be taken to practices such
as subject department meetings to ensure thatwiilemfluence teachers to improve their

teaching found favour with the group.

b) Teachers working together
In the responses to the questionnaires 95% of nelgods agreed that when teachers work
together student learning is enhanced. The pritxigad deputy principals, in their focus
group also agreed that the students benefit wheryleody works together.

| think they [students] pick up on an atmospheremsheverybody is working

together, and where more knowledge is transferedden departments, staff is

more aware of how students are doing. They pickrnuthose kinds of things that
are in the ethos of the school. (P/DP)

The post-holders’ and non post-holders’ focus gsodscussed their understanding of

“working together” and how this influences studédrning. Both structural and cultural

issues emerged.
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Structural issues include having teams or groupls specific tasks or functions and having
formal meetings. Cultural issues incorporate timogphere in the school which “allows”
teachers to be open with each other and to distusis pedagogical practices. The
influence on student learning emerges through lgaaishared vision, being consistent in
the exercise of policies and sharing resourceseapeértise in order to improve the quality

of instruction.

As outlined in section a) above, subject departsarg now playing a more important role
than in the past. The subject department meetiffigs the opportunity to plan lessons
together, to synchronise teaching across a yearpgaad to discuss teaching methods for
particular elements of the syllabus. There waseagent that subject departments in many
schools are in the early stages of development tlaidhaving formal subject meetings is

essential for this development to continue.

The three of us in my department get on great leuh@ver discussed our teaching,
we just didn’t. Now I find that we are beginnirggghare an awful lot of stuff, ‘how
do you teach that? | am not great at that’ arwhte teaching that bit’ or whatever it
might be. | don't think that honesty would haveegome out only for the subject
meetings. (PH)

But subject department meetings are not the omiycttres that enable teachers to work
together. An example was given of a meeting, sdtyup principal, to review the progress
of a particular student. All teachers involved withs student were invited to analyse the
situation and help teachers to work together totntlee challenges of supporting this
student in his learning. This meeting requiredsdrteturing of the timetable for the period
of the meeting and the provision of class coversimme teachers but the priority it was
given showed the belief in the power of teachergkimg together to improve the

educational experience for this student.

In the non post-holders’ group there were two teexhivho had trained and worked in the
UK. They spoke of their experience of working ag p&a team in their respective schools
there. They both agreed that the structures wene rfaymal in the UK and that these
formal structures not only enabled teachers to wodether but created the expectation

that they would. There were formal systems in plawesharing resources, for holding
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meetings and for observing each other’s lessonth Bachers agreed that these systems

and structures were beneficial.

In the school | came from [in the UK], we alwayssdd resources, had meetings,
observed each other and we would observe eachotessons and take notes and
ideas. It was very helpful. (NP)

The group, however, agreed that cultures differ thadl this impacts on teachers’ practices.
There were contrary views expressed regarding ésgability of such formality. While the
possible benefits were recognised, it was alsoestgd that it can be “very awkward and

staged”.

In the non post-holders’ group there was consetisatswhen the atmosphere is friendly
teachers can talk to each other and ask questioreniinformal setting such as the
staffroom. They expressed the support they feltnminey work together. It removes the
sense of isolation and supports their pedagogieaitice and classroom management. The
quote below is reflective of the consensus amorgygtoup. Not only does it help teachers
but they also perceived that it has a positive ichpa students.

I will ask the other teachers questions and | thirias really helped me to relax

and feel that | am not ... a little island on mymow can ask for help. Things like
that do permeate out to the students as well wieyngee it. (NP)

An example given by a non post holder highlighteel importance of working together to
implement the code of behaviour. When all teachersked together to implement the
policy consistently it was more effective, as studevere more inclined to comply with the

policy when they knew that all teachers were ojegait.

Dealing with special needs was cited as an areahMands itself to teachers working
together. Because of the necessity to tailor otegishing to individual students, teachers
need to share information about the student’'s neeuk also about the approaches to
teaching and learning that are most appropriatiabd student. Where there is a resource
teacher in the school, he/she often becomes aesafiknowledge for other teachers; they
can provide information and guidance to other teexHrom their training and their

experiences.
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From a special needs perspective, if there ischeFan the school who is in close
contact with a particular pupil, you will often @rthat [another teacher] will go to
that teacher and seek advice about what the begsiswa approach a topic, or what
learning styles they use etc. (NP)

It emerged from the non post-holders’ group tharisly this kind of information and
expertise is common when teachers are dealing wjtbcial needs students in the
mainstream classroom. This is a good example chera spreading their expertise across

the school.

The impact of this kind of collaboration on studdégérning can be very positive. One
example was given of a student appreciating thé tfzett teachers consulted with one
another and felt that it showed they cared. Theesttappreciated that one teacher had

informed the resource teacher that a particulag@spf the subject was difficult for him.

The benefits to students resulting from teachenkiwg together also found high levels of
agreement among the questionnaire respondents. \owess than 50% of questionnaire
respondents agreed that in their schools they lactuark together to offer the best

curricular opportunities or that they work in teatosreview their practice (See table 6.4

below)

Table 6.4 Leadership practices — working together

%5&4

We work together, as a school community, to ensure that we are offering the | 46.39%
best curricular opportunities for our students

Teachers work together in teams (e.g. to review practice, design policies, create | 39.18%
new ideas and implement plans)

In the comments above, working together incorpdrateumber of different ideas: sharing
resources, discussing work, consulting each othdrbeing consistent, for example in the
implementation of the code of behaviour. It is ewitd that much working together is
informal rather than formal and there is a suggesthat it should be more formal. The
special needs and the UK examples provided intagesgiscussion points and highlighted

the benefits that can be accrued from working togretThe reference to school culture is
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interesting in that it highlights the possibilityat women are more likely to discuss their
work and that the culture in a newer school, rathan a more traditional school, might
encourage teachers to work together. There isadknowledgement that newer practices
such as school development planning and DepartroeriEducation inspections have

encouraged teachers to work together.

c) Classroom Observation
It was evident from the three focus group discussitbat, with one or two exceptions, peer
observation was not generally practised among #micppants. Classroom observation
forms part of the teacher training process andfHerrecently qualified participants in the
non post-holders’ focus group, there were referemoahe benefits of it, not only in being
observed but also in observing others. They agtieatdbeing able to observe a variety of
different teachers gave them ideas and helped tioelearn how to deal with different
students and different situations. Teachers who taad)ht in the UK system had
experienced a ‘line management’ and/or ‘performamemagement’ system and found it

had certain benefits.

One of the participants in the post-holders groegounted her experience in the UK,
where a line manager observed her classes oncg lesiéterm. This was common practice
in that school and she thought it was a very gaea i- “you do learn from it”. However,
her colleagues in the staffroom in Ireland did aygprove of it. The participants in the post-
holders’ discussion group agreed that classroorerghton for newly qualified teachers is
a good idea. It is easier for younger teacherdaptathe practice of observation than it is
for more experienced teachers. Practices and dgstare shaped from the beginning of
their training. If that training includes group pots and group discussions it helps to build
these skills into their practice as teachers andbtm habits of working together with
colleagues. In the same way, if classroom obsemas the normal practice from the
beginning of one’s career and it continues beytedearly years of teaching, then teachers
become accustomed to it.

It is a matter of getting used to it. The firsupte of times you are going to feel a

bit awkward, but after a while you get used toAs long as you weren’t feeling

you were being picked on and that someone is gallito everyone and it is a
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natural practice to call into the class. Afterlale/then it becomes matter of fact.
(NP)

There was agreement among the non post-holders thighbut some reservations were
expressed in relation to “being picked on”. Theyeag that if it was the normal practice
and everybody was being observed it would beconmedter of fact”. One advantage of a
formalised system was that one could ask for argkopinion if dissatisfied with the report
from the performance review. The buddy system,sa fermal method of observation,
found favour among the group and some examples gigsn of voluntary observation

among teachers.

Another girl started in the school at the same @a®ene. We were talking and she
had spent time in the UK. She asked me somethidd #old her | would go and
observe her lesson one day and she came in bewausere teaching the same
class, she was having some issues with studettig iclass and she wanted to see
how | interacted with them. Then | went in and thid same in her class. (NP)

It is of note that the person giving this examplkentioned that her colleague had spent time
in the UK and was already comfortable with the pcacof having an observer in her
classroom. One other example was citied, from eherawho left his classroom door open
in the expectation that other teachers would comeThis rarely happened, but on one
occasion the deputy principal was passing and darteethe room and joined in the class

discussion.

For experienced teachers who are unaccustomeddsrobm observation the situation was
quite different. They agreed that the practice lakgsroom observation is more difficult if
one has been teaching for a long time without gaimy other adult in the room. The two

comments below reflect this concern expresseddrptst-holders’ focus group.

Younger people, | would find, have no anxiety abibutor people who are
teaching quite a while, it can be quite stresgfiH)

| think as teachers, we do have a basic fear ahgasomebody else in our
classroom. We are so used to doing our own thueg the years. Itis very hard to
open up to the whole idea of somebody observing yBiH)
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One final point in relation to observation foundregment among the post-holders: if
teachers engage in peer observation they, and shelents, will be better prepared for
inspections. No reference was made to teachersgaeis mentors to newly qualified
teachers or to an induction programme for new te@cthat might include an element of

observation.

The principals and deputy principals, in their fecgroup, discussed the practice of
observing teachers in their classrooms. Althougty tetated that they would have no
difficulty in going into classrooms, in practicesthdid not do so very often. Some sense of
apprehension to the idea also emerged from theishgmns.
You always have to judge the person and the péaticlass they have. If you felt,
depending on their experience and if they weredelrallenged in the classroom
and it wasn’t the optimum learning environment, yoauld choose the class to go
into. They are not going to invite you in, buydu have to go in for educational

reasons, you might say, you will leave that, andamething else. It could be
slightly embarrassing in a minority of situatio(i8/DP)

This comment highlights the apprehension but de¢snake it clear if the principal would
or would not observe the teacher if he/she werengasuch difficulties. As there is no
agreed formal system for observing and monitoreachers in Ireland currently, it is a
matter for each principal and deputy principal aonfulate their own policy and practice.

The traditions, climate and atmosphere of the slclvdbhave a significant impact on this.

Closely associated with the idea of classroom ofas@n is that of team teaching. Team
teaching is not common practice among the partitgpa either the post-holders’ or non
post-holders’ focus groups, but two examples wevergy one in the context of special

needs and the other from a previous school.

We do a bit of team teaching, particularly in mathsust say it is a revelation to
me ... | would have had the weaker maths clasgahdr than withdraw the
students, the learning support people preferresmoe in; therefore they wouldn’t
have to target a specific student [for help]. (PH)

We used to team-teach a lot in my previous sch@éét. would sit down beforehand
and we would agree, if there was going to be aplise issue in this particular
class, who is going to deal with it?... | thinkduld definitely influence the guy ...
and vice versa. We both learned from each othi?) (
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In the post-holders’ and non post-holders’ focusugs respectively, these were given as
examples and participants listened with interesbweler, no further examples were
forthcoming and it was evident that these wereetkeeption rather than the norm for the
participants. Because of the growth in the prowvisad special needs education in the

mainstream setting in recent years, there is paldmre for significant development.

Principals and deputy principals state that thdlgua in to classes, but acknowledge some
apprehension about it. The teachers differed inr thiews, with the younger teachers
agreeing that it is useful to be observed and 8eofe but the older teachers admitting that
they would find this very difficult. However, thekgas a note of willingness — it would
prepare them for inspections. The nature of thescteom observation was discussed and
there was more openness to the idea of peer olservthan to the ‘performance
management’ idea. However, it is interesting toentbiat in practice, the most common
form of classroom observation is Department of Btioo and Science inspection. In spite
of the comment made by one participant about plesermwation being good preparation for

this, voluntary peer observation is not a commactiice among these teachers.

d) Seeking advice
In seeking to improve practice an important issuthat of being able to seek advice from
others. In the post-holders’ and non post-holdfrsiis groups this issue was discussed to
ascertain if participants sought advice througmtaror informal channels and if, in their

experience, this was an easy thing to do.

The findings showed that teachers go to differefieagues, depending on the nature of the
advice they seek. Distinctions were made betweevicadin relation to classroom

management and advice about the subject being ttaWdtile structures such as subject
departments exist and offer a forum for teachersetek advice, the culture of the school

plays a more important role in influencing theiagtice of seeking advice.
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In the non-post-holders’ focus group, there wasnimaus agreement that one would only
go to somebody whom they could trust, and get dh.vinless the issue was specifically
to do with their subject, they would not confineitiselves to seeking advice only within
their subject department. If it related to disaiplithey would go to any colleague who had
more experience and whom they respected. One ipariicstated that a newly qualified or
part time teacher would definitely not consult grencipal as they felt that to admit they
were having difficulties would jeopardise the pbdgies of being employed in a
permanent capacity. That point was also made imptst-holders’ focus group and there
was not only strong agreement with it but a contlean the newest teachers would not seek
advice “because they are afraid of appearing in@emt’ — “they will struggle and say
nothing”.

You need a certain confidence about yourself tallde to go and ask for advice.
(PH)

As far as the post-holders themselves were condetm® of them said they would seek
younger teachers’ advice about their subject asy‘timight have a nice little nugget that
they can give you”. Like the non post-holders, plst-holders agreed that they choose the
person to go to, based on expertise rather thaiigpoand that confidentiality, trust and
the ability to listen are the factors in determgiiwhom they choose to seek advice from.

The quotation below summarises the views of botiugs.

But it would very much be someone that | got orhwito matter what it was, |
wouldn’t go to anyone that | didn’t trust or likeNP)

Seeking advice in relation to new ideas, as oppdsetiaving difficulties, was also
discussed. In this context the person chosen to flir advice must have an interest and be
open to new ideas. Again, they do not confine thedwes to somebody within their subject
department.
Or sometimes you might have people in your sulgjepartment, that, if you had
some new ideas, they might not really care! ltethe}s on who is in your

department. You could always tell someone elseyihia think would be into fresh
ideas. It doesn’t necessarily have to be someaogeur same department. (NP)
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The questionnaires issued to teachers in the thobeols addressed the question of
opportunities to discuss and initiate new idea® Bl level of agreement with the practice
of new ideas being discussed at subject departmmestings supports the view that a
teacher may not raise a new idea in that forum. @aitive results from the questionnaires
illuminate this point further. As can be seen frtahle 6.5 below, teachers showed a high
level of agreement with these statements of acttbas should occur in schools where
leadership is distributed but table 6.6 shows thgtractice new ideas are not generally

shared among colleagues.

Table 6.5 Perceptions of leadership - innovation

%5&4s

Teachers from different subject departments should share ideas about teaching | 78.35%
and learning

Teachers should be given the opportunity to lead new initiatives in the school 87.63%

Table 6.6 Leadership practices - innovation

%5&4s
Opportunities are provided to discuss new classroom practices with colleagues 21.88%
New ideas about teaching and learning are discussed at staff meetings 19.59%

If teachers are to show leadership in generatirdyianplementing new ideas to improve
teaching and learning, not only are the structaeeded but the culture must also be such
that opportunities are provided, and teachers deatfortable, to raise and discuss new

ideas.

Once again, the views express the informal, rattien the formal structures that are called
upon when seeking advice. Formal structures, sscBubject departments or posts of
responsibility, do not play a significant role. Angpthe participants of both the post-
holders’ and non post-holders’ focus groups thess & very honest expression of concern
about admissions of inadequacies and a very seamghasis on trust and confidentiality.
Seeking advice also included suggesting new ideais. highlights the need for a ‘safe’

culture for innovation as well as improvement.
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e) Positive environment
In section 6.1 above, the role of the post-holdargontributing to a positive learning
environment was analysed. Leadership links to tegcand learning through the work of
non post-holders, post-holders and principals aplty principals in their efforts to create

a positive environment.

In the focus group discussions with both post-hsldend non post-holders there was very
strong agreement that a positive learning enviroringe important for both students and
teachers. It was perceived to enhance studentitgarmdirectly through teachers being
interested in their work and their students, anldamg positively motivated.
If [students] can learn better what [they] wantgarn and [they] are in a safe
environment or a calm environment and it's posijtibey are more inclined to

learn. If everything is really hostile, it will pthem off as well. Kids are very
instinctive. (NP)

As was evident from earlier analysis, a positiveimment enables teachers to work well
together and seek advice from each other. A pasifivendly atmosphere where teachers
may chat informally, allows teachers who are exgraging difficulties to express these and

to seek help with them.

There is good banter and you feel more secureewdti other and feel confident to
say things to people and there is a pleasant atmosp(NP)

Once again, trust emerges as a dominant featueepafsitive environment. There was a
strong link between the teachers working in a pasitlimate and the benefits to students.

A sense of fun and enjoyment was also raised agl@epositive motivator.

The aggregated responses to the questionnairestéachers in the three schools suggest
that schools make conscious decisions to provipes#ive learning environment. The two
statements below show two practices that were dereil by a high percentage of teachers

to be well established, although responses difféxad school to school.
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Table 6.7 Creating a positive environment - aggted scores and individual school scores

%5&4s Aggregated | Eldorado | Louvain | Heidelberg

Systems are in place which ensure that students | 70.10% 93.75% | 48.72% 80.95%
are supported in their learning

All policies are designed with a focus on | 64.95% 93.75% | 43.59% 73.81%
enhancing, improving and developing a high
quality learning environment

6.3 Summary

Participants’ understanding of distributed leadigrsicorporates a number of features that
link directly to teaching and learning. There isl@ar recognition that by working together
they can influence and support each other and gheh practices would contribute to
improving student learning. However, the gap betweessibilities and actual practice was

also evident.

The results of the research, as presented in liapter, suggest that distributed leadership
in the three schools is linked to teaching andnliegr through the structures and practices
that enable teachers to improve their teachingsapport students in their learning. The
post of responsibility structure is given as anneple of the possibility of leadership being
distributed in a manner which can potentially imgrdaeaching and learning. However, the
results of this research suggest that the posttatel does not currently maximise its

potential influence.

When posts of responsibility are defined with tmeemtion of positively influencing
teaching and learning, the manner in which theeduéind responsibilities associated with
the post are implemented will determine the imphese posts have on teaching and
learning. This research has highlighted incons@ésnin implementation, and the lack of
clarity for many incumbents on the parameters eirttole. The non post-holders, however,
appreciate the leadership role of post-holderss@afly year heads, and see the potentially
positive effect it can have on student learning. thts potential to be realised, there must
be anintentionon the part of post-holders to influence teachind Earning in a positive

manner.

118



A variety of practices, which are influenced by amifuence school culture, emerged from
the focus group discussions linking distributeddrahip with teaching and learning.
Connections between distributed leadership andnilegrhave been presented in the
literature: Lambert (2001), for example, views oppoities for collaborative learning as
being the core activity for the expansion of leatigr capacity. Harris et al (2003 p.99)
guotes from Silins and Mulford’s (2001) major Awdi@n study which concluded that
dispersed forms of leadership are characterisetstgred learning through teams of staff
working together to augment the range of knowledgel skills available for the

organisation to change and anticipate future deveénts”.

While this research found that teachers perceivalmmrative work practices as being

beneficial for themselves and for their studerts, dpportunities to “augment the range of
knowledge and skills” are not fully utilised. Sutfjelepartments are perceived as providing
opportunities for teachers to learn from each otheugh sharing resources and ideas, but
this opportunity is not always availed of to engagealialogue about pedagogical issues.

This research suggests that teachers influenceahehmainly through informal channels.

While recognising the potential benefits of classnoobservation, there were mixed views
on the desirability of formal observation. Thereswavidence of some peer observation
being practised to positive effect but there wanesoesistance to the idea of extending this
practice to all teachers. However, there was ageeéimat more formal structures would
be helpful in enabling teachers to share their Bgpee and their ideas. The participants
recognised the expertise of colleagues and whekingeadvice it is from their colleague

with relevant expertise that the advice is sougggardless of leadership positions.

Although no causal links with enhanced student @uts can be established through this
research, the participants in all focus groups taedquestionnaire respondents were in no
doubt that when they work together student learisrenhanced. They attribute this to their
own knowledge, skills and motivation being enhand¥tiere ‘missed opportunities’ have
been identified through this research (such asnohefi posts of responsibility more

specifically to enhance student learning and usurgect departments more specifically to
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improve teaching and learning), developing strorigaders at this level may hold the key

to opening up new learning opportunities for bafchers and students.

Developing such leadership could strengthen theatnal focus of the work of subject

teams or post holders and thereby contribute t@oripg teaching and learning.
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Chapter Seven
Distributed Leadership and the Principal’'s Role inLeading

Learning

7.0 Introduction

The previous chapter analysed and reviewed thes logtween distributed leadership and
teaching and learning as they emerged from thelpmders’ and non post-holders’ focus

groups and the teachers’ questionnaires. This eh@pésents and analyses the principals’
and deputy principals’ perspectives on their edanat leadership role in a distributed

leadership context, as ascertained from the fooospgdiscussion held with the principals

and deputy principals from the three schools padimng in this research. Practices that
influence teaching and learning and their connectto distributed leadership are

established and analysed.

According to Southworth (2004b p.4) “learning-cedtteadership needs to be distributed”
and it is in this context that principals and depptincipals were asked about their
understanding of, and their practices relateddacational leadership. Section 7.1 presents

and analyses their perceptions of their role as&ithnal leaders.

Section 7.2 presents and analyses the key leadepsactices that influence learning as
reported by principals and deputy principals inirthi@cus group. The links between these

practices and distributed leadership are analysed.

Section 7.3 presents challenges facing principats @eputy principals in their role as

leaders of learning in a distributed leadershiptexin

7.1 The educational role of the principal and deput

In the discussion on their role as educationaldesadhe principals and deputy principals

made a number of suggestions: educational leageesitiompasses curricular provision as

121



provided for in the school timetable; the schoolelepment planning process has a
curricular dimension; principals and deputy priradgpomust provide a suitable environment
for teaching and learning; “the instructional padf educational leadership will vary
according to the subject. Before discussing themastand practices of the principals and
deputy principals themselves, the group discusdel “parameters” of educational
leadership. One member of the group described #&duned leadership asléading
learning’ and went on to explain his understanding of teamn, as follows:-

Leading learning, | think there are different sttauof it, you can be an educational

leader and then you need to lead the curriculuen there is another level that you
need to lead the instruction. (P/DP)

The focus group participants agreed that whileqyp@ls and deputy principals are directly
involved in leading the curriculum through creatitigg school timetable, their levels of
engagement with instructional issues varies. Thmngent below found agreement among
them as the second level curriculum demands a levalxpertise in a wide range of

subjects.

| don’t think the one person like the principald@mputy can lead the instruction at
second level in all the different subjects. (P/DP).

In recognising that they would not have the expertb lead each subject department, the
principals and deputy principals acknowledged tbthiers, namely teachers, need to be

involved at a leadership level in each of the stilsjbeing offered.

However, while agreeing that they could not leabjestt areas apart from their own, there
were other ways in which they could exercise legg+dentred leadership, some of which
would have a direct influence on student learning athers which would influence the

teachers and therefore have an indirect influeticeugh them, on student learning.

| think there is a need to lead the education éentfoad sense of keeping a focus on
what the purpose of the school is about, [i.e.]l#aening, and maybe have a large
input with others into leading the curriculum.ytiu just approach it from the point
of view of one person, educational leadership wd@cbout keeping the focus of
the organisation on the core activity of learni(RyDP)

The group agreed that their role was to keep tleisfof the organisation on the core

activities of learning and the focus group disomssthen moved to actions that the
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principal and deputy principal take to influencarl@ing. Suggestions were forthcoming

from all members of the group and are presentedchaatysed in section 7.2.

7.2 Key practices that influence learning
In Chapter Five, attention was drawn to the teapgrceptions of the important role that
principals play in encouraging and supporting teashin their work. Chapter Six
highlighted the links between distributed leadgrsdmd teaching and learning and claimed
that teachers (both post-holders and non post-fg)lgeerceive that when leadership is
distributed it can have a positive influence orck&ag and learning. However, they also
recognised that the actions of the principals asguty principals are fundamental in
creating an environment that allows teachers througthe school to exercise leadership.
The third of the key research questions in thisithasks to what extent the principals’ and
deputy principals’ own leadership practices enhaeeehing and learning in the school.
This section presents and analyses the findinga the principals’ and deputy principals’
focus group discussion on their perceptions ofdhastions and practices. The practices
identified are sub divided as follows:-

a) Creating and influencing the learning environment

b) Analysis of examinations results

c) Providing opportunities for teachers to learn

d) The principal and deputy principal as teachers

e) Systems and structures that influence learning
These are presented below as possible hypothesesting in subsequent research.

a) Creating and influencing the learning environment

There was considerable debate among the princigads deputy principals about the
amount of time and the actions they take that erfae student learning. The discussion
moved from an initial shared impression of not Iseadfluencing teaching and learning in
the school, to a keener appreciation that they weteed influential, but in more indirect,

or subtle ways.
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Initially, it was stated that 80% - 90% of theimg was not spent on curricular issues.
Comments were also made about the fact that theld st be curricular leaders in all
subjects, due to the nature of the second levelcalum. The discussion then opened out
to the difference between curriculum leadershi@gdieg teaching and learning and
influencing the educational environment. The ‘eomiment’ featured prominently in the
discussion, and there was agreement that postiisoldeputy principals and principals all
played a major role in creating a positive learniegvironment. For example, one

participant made the following observation, whiohrid agreement among the others.

| think the role of a deputy is to provide the eomiment that other people can teach
and learn, that is just managing the order in th®sl, organising staff, substitution
cover for classes. (P/DP)

The post of responsibility structure can influetioe learning environment and is discussed

further in section e) below, ‘systems and structure

Other practices that influence teaching and legriiare:-

* Advising teachers. While this issue was raised g of the deputy principals, the
whole group recognised that as principals or deputycipals they are in a position
of influence and teachers come to them for advites may be for discipline or
other issues such as dealing with parents.

* Involvement in school planning, facilitating andteaiding meetings. The
principal/deputy principal can support the work safbject departments or other
teams by providing time for meetings, providing kground information, for
example, analysis of student results. The conseasusg the group was that the
principal and deputy principal attended some, lotitati meetings.

* Prioritising teaching and learning by ensuring titats on the agenda at staff
meetings, inviting teachers to share ideas, engnganetworking between schools
and inviting teachers to share with others whaty thearnt at professional
development sessions.

* Visiting classrooms. This is common practice in t@fathe schools, but generally
relates to new teachers only. There was some eseédeina cautious approach being
taken to this practice.
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The practices outlined above influence teachinglaarching in the three schools to varying
extents. The deputy principals in particular saenteelves as playing a strong advisory
role among teachers, but both principals and depuitycipals reported that they are
involved in arranging and attending meetings. Alteg meetings of, for example, a
subject department gives the principals and deputycipals an opportunity to support
teachers in their work and to influence the edocati decisions where appropriate.
However, they recognised that in a distributed éeslaip context, teachers take leadership
responsibility and each subject department willehast only its formal leader, but possibly
also informal leaders. As suggested in the litegtit is important that the principal or
deputy principal encourages this development afdeship among teachers as the teachers’
influence on student learning is more direct th@ principal’s influence (Southworth
2004a). As stated in Chapter Six, the principafid deputy principal’s role in setting up

structures and providing opportunities for teactienseet is essential.

b) Analysis of examinations results
Principals and deputy principals, in their focusugy, discussed the dissemination and
analysis of students’ Leaving Certificate resulsactices varied across the schools,
ranging from the distribution of the results of sdlibjects to all teachers, to the distribution
of results in their own subject area only to eadcher. Further variation exists in that two
of the schools compare their own results to natiamarages, while the third school does
not provide this information. In two schools, thedent results are compared with baseline

data gathered from standardised tests when thergtufirst enter the school.

The analysis of results provides an opportunitydoordinated leadership distribution as
stated in Chapter Six. Analysing results providesghts into student progress, which can
then be used to improve instruction. This invohaesiumber of leaders in the school
working together. For example, to relate the restdt the student’s ability the ‘analyst’

consults with teachers, year head and guidancesetiars. To disseminate the results and
use them effectively to improve practice, the ‘gatilworks with the team of teachers

involved with the individual student or, in a mogeneral analysis, with the subject

department.
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In the principals’ and deputy principals’ focus gpothe level of discussion about these
results allowed the participants to learn from eaitter. They were asking questions about
the manner in which results were given to teachatshow they could use this practice to
enhance student learning. It was evident that Weeyted to enhance student attainment and
recognised the potential of this activity in achngy this objective. There were also
sensitivities associated with it — the traditiontive school, the possible resistance to the
“league tables” approach and the “exposure” ofliees

c) Providing opportunities for teachers to learn

One aspect of distributed leadership, as outlingdhapter Two, is that ongoing learning is
the norm for teachers as well as students. In thecipals’ and deputy principals’ focus
group there was recognition of the importance atlers continuing their own learning.
Not only was continuous professional developmenibdaed, but there were several
references to the desirability of teachers shauwiitly other teachers in the school what they
had learned at in-service courses. There was atstesence to teachers’ networking with
other schools, particularly in the case of minositypjects, where a teacher has no colleague

teaching the same subject in their own school.

Examples of sharing of expertise were given:-

The other thing that we have done from time to tismhen the staff members go
on in-service and if we have an opportunity, theghticome back and give their
experience of what they have learned and new itsigflc. We don’t do it often
enough | suppose; it's just to get the opportur{fiyDP)

We have one teacher who every year does the @hldkam, therefore is an expert
at the techniques etc. We have teachers who hewxer done it. That person goes
away full of confidence and comes back. Last wewhrted them to go and talk to
all of the Irish teachers and some of the studenlst is sharing of expertise.
(P/DP)

Teacher learning was positively associated with aanimg student learning as

demonstrated by the quotations below:-

Teacher learning is critical to student learniiig/DP)
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| think they [the students] pick up on an atmospheere everybody is working
together, and where more knowledge is transferedden departments, staff are
more aware of how students are doing. They pickrnuthose kinds of things that
are in the ethos of the school. (P/DP)

The participants agreed that it is the role of dncational leader to encourage everyone to

be a learner.

d) The principals and deputy principal as teachers
It emerged from the principals’ and deputy pringp&ocus group discussion that two of
the deputy principals and one of the principalsemeraching some classes. This practice
provided a clear example to teachers as a whotaase schools of the importance that
school leadership gave to teaching and learning.

Some convincing arguments were presented in supbgntincipals and deputy principals
teaching classes. By being included on the timetahk principal and deputy principal had
a direct influence on student learning. Not onlgtitbut it was also claimed that they had
credibility among colleagues, and they could beoiwed in designing and implementing
new initiatives or methodologies in the classrodimalso enabled them to model good
practice, not only of teaching but also of leadauyicational change.

Certainly from my own experience, if you asked wdsaly if | was involved in any

aspect of curriculum teaching and learning | candstly say yes, because | have a

Maths class today. So at least you are in touth that every single day, you are

part of the teaching time-table every day, youarethere... Now you are allowed
to be part of the teaching and learning environm@iDP)

| think that clearly you are in a position to mobtekt practice. You are in a
position also to lead elements of development withe teaching and learning
environment. So if you are bringing in things l&kssessment for learning
technigues, you can lead those in your classroaii am part of the maths team.
(P/DP)

I would be very connected to the staff on that leW&e are a smaller school.
Because | am teaching, | have a foot in both caangsthey do see that. (P/DP)

An interesting debate ensued about the merits asdilglities of the principal and deputy

principal being timetabled to teach some classeteaghing principal or deputy could get
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to know the students better, keep in touch withrdadity of the classroom, give advice on

discipline, deal with parents and be “very connétte the teachers.

However, the problems associated with it were aswlent. These included the time
commitment and being able to deal with very différessues one after the other, being
mentally able to switch from what might be a difficemotional issue to concentrating on
teaching a class.

There is a very wide workload, you are expecteddtk the talk in all of them and

to be an instructional leader in the classroorthink it is desirable but | think there

are practical problems with actually achievinglgpending on ... how busy you are
with the discipline, management and organisatiB/fDP)

| am a teaching deputy and I think it is very vallgasome of the time. It is very
hard then to switch off and go into a classroomdiok in. Sometimes | find that
very hard, but | think it is on the whole, bettethiave some contact because you do
forget when you are out of the classroom all theetiabout the stresses, and the
little things that can set you off. (P/DP)

While there was agreement among the group that tiere benefits to being timetabled to
teach classes, as it provided opportunities to malel good teaching and leadership

practices, in the current context it was not coms&d feasible by all members of the group.

e) Systems and structures
Systems and structures allow leadership to beildlisérd across multiple teachers who can
influence not only their students but also theileagues in a manner which can improve
teaching and learning. The principals and deputycjpals suggested three specific
systems or structures that can enhance learninfpenschool. These were a) posts of
responsibility which focus on student or teachernéng, b) creating time for subject
department or team meetings and c) individual vikgrs with each member of staff every

year.

Posts of responsibility that help to create or ttgvea positive learning environment
included school development planning, teacher itidacand timetabling. As stated in

Chapter Six, there must be arentional focus on the teaching and learning elements of
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these posts. The principals and deputy principale ghe following examples. The school
development planning coordinator can arrange fachers to discuss their subject
planning, their teaching methodologies and appresi¢b assessment. A post for teacher
induction can create a climate of collaboration aghteachers where they can share their
experience and expertise in classroom managemenpogk for creating the school
timetable allows for the central values of the sthto be made explicit by the manner in
which the timetable is designed.

A specific example of a post related to teaching learning was given:

We have one specifically at senior cycle where floeys on setting academic
targets for each student, the grades, the pointsype review it at the different
stages like Christmas and Summer etc. (P/DP)

If meetings are to be included in the timetableythrist be approved by the principal. If
arranging meetings involves disrupting the timegatlluring the year to hold ‘ad hoc’
meetings, not only does it require the approvaltted principal but it also requires
organisation, rescheduling and possible supervismwver. This is usually done by the
deputy principal. Such work, however, can be vergdijicial in allowing teachers to work
together and improve their practice. Again, a numifeleaders are required for these
meetings to operate effectively.

One of the principals explained his system of nmgedach teacher on an individual basis
every year. This is a review meeting, where he ahlksn about their successes and
challenges during the year. It provides an oppdwgufor him to discuss teaching and
learning, student achievement, and to work withtdeeher to set goals for the following
year. But, more than this, it enables him to fosteelationship of trust with the teacher
and, through reviewing targets and identifying reeéabether, not only is the teacher’s
leadership capacity developed but the importanceootinuous review of teaching and

learning is highlighted.

One of the things that | do here at the end ofyte between Easter and the
summer, | do a review, an individual review witltledeacher in the school. It is
hugely time consuming but it is very beneficialhely would come in and they
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would have their record of class tests for eadheif class groupings. | would ask
them where they felt their own successes were dry®wVere there any areas that
they felt they were behind in a little bit and tHegve no difficulty in identifying
those. In terms of moving forward next year, araybe in conjunction with our
plan for teaching and learning, | would ask theti&re was any particular
challenge they have set themselves for next yleanuld use the opportunity to be
as affirmative as possible so that the generalessthat they feel valued and
affirmed throughout the year. At the same timed the opportunity to target
improvements and they are choosing their own imgmuents. (P/DP)

While it was evident that this practice is not r&eel in every school, there was agreement
that it has a beneficial influence on teaching &aining. As recorded in Chapter Five,
supporting the individual by unlocking potentialdarecognising skills and talents was
found to be an important element of distributediézahip. Individual reviews, such as the

example given above, provide an ideal forum fohssupport.

7.3 Challenges for principals and deputy principals

In their focus group, the principals and deputyh@pals all expressed strong agreement
that the focus of their worghouldbe on the educational aspects of the school. Ajesed
that they engage in a number of practices thateda¢ed to teaching and learning but they
expressed a wish to have more time to devote &ethe

| suppose you get tied up with the day-to-day rngraf your school, it is such a
busy role of deputy principal. (P/DP)

The big challenge is time, you try to do so muailt,tbme is a huge factor (said in
the context of the principal meeting each teaclea one-to-one basis). (P/DP)

One of the issues that create time pressure focipals and deputy principals in voluntary
secondary schools was that, unlike in the pastettseno “back-up” from members of the
congregations who are the Trustees of the schdobtoafter issues related to the building.
Other time-consuming issues included administratieek, including “procedures” such as
discipline where “you have to note down everythirayid “Section 2's, the NEWB*, all

13 Section 29 refers to the Section of the Education(1998) that gives parents the right to appesgdteol’s
decision to suspend or expel a student. Documettim@ctions leading up to the decision to susperekpel
are an important part of the process.
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the reports online etc”. There was agreement thsthiools had an administrator to look
after the buildings and some of the paperwork then “educational leader”, i.e. the
principal, could look after the curriculum and tteaching staff. The quotations below
found strong agreement among the principals ingtieeip. Whenever there is building or
renovation work being carried out in the schook frincipal must devote considerable
time to it.

This year for example, we had a new library ptiefore Christmas and then a new

canteen in October so all that stuff takes tints fine and you are told to go ahead

and do it, but you are on your own and you hava telsponsibility for making sure
it is done. (P/DP)

If you could park some of the maintenance or adstriafive tasks, that would allow
you actually get on with what the business is, Whéceducation. (P/DP)

When asked if responsibility for the school builgiwas removed from principals where

would they direct their energy, the following reapes were given:-
Definitely more on education and learning. (P/DP)

The time you spend interviewing [staff], you codll that twice a year, at mid-
term. (P/DP)

Somebody coming back from in-service and havingithe to in-service the other
members of the department ... it would be suchs#ige thing to do. (P/DP)

Encourage everyone to be a learner. (P/DP)

While recognising the benefits of the post of rewspoility structure in the overall
leadership and management of the school it wasidenesl to be inadequate to meet the
needs of schools in the current context:

In general terms, the in-school management stre¢tua voluntary secondary
school is not satisfactory. (P/DP)

Practices in relation to the appointment of teasher posts of responsibility and the
expectations of their role and function differ a&sdhe school sectors. These issues were
discussed in Chapter Five but in the context of phacipals’ and deputy principals’

discussion on leadership practices that enhanceiigg it was clear that it was a cause of

4 Schools are required to send reports of studetshdance, suspensions and expulsions to the Mdatio
Education Welfare Board (NEWB).
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some frustration that much of the administrativekwis not delegated to others, thereby

restricting the principals and deputy principalshrir exercise of educational leadership.

One further issue arose in relation to leadershiplaarning: the need for teachers to take
responsibility for improving their own practice.
| think another challenge is that teachers likddal with problems which are
defined as student problems, if students are nogdomething properly. Whereas
when the focus is on teaching, the responsibgitihow do | change myself?” If |
change and become a more effective teacher, magh@oblem with the student

will be easier managed. You are the only persoo @a@n change, and you can
change others if you change yourself and it iSmgeteachers to accept that. (P/DP)

This is a fundamental issue related to leadershipis particularly relevant in the context
of distributed leadership. It was also discussedChapter Five. If teachers recognise
themselves as leaders, is it not incumbent upom tleetake responsibility for improving
their own practice? Instead of looking to othersrésolve problems for them, when
necessary, they would try to change their own pradn order to solve their problems.
This idea links many of the issues raised in thevipus chapters: the questionnaire
findings show that self-reflection is not commomisactised among teachers. The post-
holders’ and non post-holders’ focus groups shothetl when a positive climate prevails
teachers can seek help and advice from each atldef there was a more formal approach
taken to working together, systems and structuoesdcbe set up for teachers to improve
their skills. By applying distributed leadershipagtices across the school the challenge of
taking personal responsibility for improvements teaching and learning could be

addressed.

7.4 Summary

The principals and deputy principals were very canss of their role as educational
leaders and were aware of the practices that palignnfluence teaching and learning. In
particular they agreed that it was important thatytkeep the focus of the organisation on

the core activities of teaching and learning.
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They reported that they engage in a number of ijgesctwhich they perceive have a
positive influence on teaching and learning. Thaskide giving advice to teachers, being
actively involved in school planning, creating oppaities for teachers to share ideas and
visiting classrooms. In addition, some membershef focus group facilitate teachers in
sharing their professional development experienadis colleagues, others teach classes
and/or analyse examination results and use thisa asasis for reviewing student

achievement. Such activities and practices providportant support to teachers and
contribute to developing leadership capacity byolawvg multiple leaders. All of these

issues can have a positive impact on the learmrgament.

The principals and deputy principals identifiedethikey areas where distributed leadership
could enhance teaching and learning; posts of resipitity which focus on student or
teacher learning, team and subject department ngsedind individual interviews with each
member of staff. They reported that if teachersptteadership responsibility through the
post of responsibility structure and through subpepartments, they can exert a strong
influence over their colleagues and thereby infagerstudent learning. The individual
interviews with teachers provide an opportunityd@logue and review, as well as offering
an opportunity for the principal to affirm and rgoise the work of each teacher
individually. Such practice potentially developsadership capacity in individual teachers

and thereby enhances teaching and learning.

Among the challenges faced by principals and deptitcipals is that of time and lack of
administrative support. They expressed the view tha@here was more administrative

support available to them they would devote maretio educational leadership.

The findings outlined above suggest that the ppalsi and deputy principals recognise the
key role they play as educational leaders andthet practices influence the development

of leadership capacity throughout the school.

The principals and deputy principals reported beingre of the central role they play in
influencing the learning environment and in settupy structures that enable teachers to
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work together. The specific examples of practidesytengage in provide a series of

hypotheses that can be further tested.
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Chapter Eight

Conclusions and Recommendations

8.0 Introduction

This chapter presents a summary of the insightsegaihrough the research and discusses
these in the context of the research questionsthediterature. These insights would
probably have remained as smothered or undisclassaamptions but this research enabled
them to be brought to light and as such, this rebeeontributes new emerging knowledge.

Conclusions from the study are presented as irsigiich can become hypotheses for
further testing. The limitations of the study valso be presented. This will be followed by
ideas and recommendations, arising from this thesievant to practitioners, researchers

and policy makers in the area of school leadership.

Section 8.1 presents responses to the researchiamsegosed. It summarises the findings
under a number of themes and compares these fmthnipe key features and definition of

distributed leadership outlined in Chapter Two.

Section 8.2 presents additional themes emerging the study that provide the basis for
further investigations on the concept of distrilbuteadership and its impact on teaching

and learning. Reflections on the thesis procedswghlight the limitations of this study.
Section 8.3 takes the key findings and discussesmbplications for leadership practice in
schools today. It presents ideas that could develmership capacity within the school and

contribute to improving teaching and learning.

Section 8.4 reviews succinctly what this thesis d&#smpted to do, what has been learned

from the process and new questions that have aasarresult.
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8.1 Distributed leadership and its impact on teaching and learning

This thesis set out to investigate three key qoesti

1. How do teachers and principals understand the cphoédistributed leadership?

2. How does the concept of distributed leadershipuaderstood by the teachers,

principals and deputy principals, link to teachiagd learning?

3. To what extent do the principals’ / deputy prindgdaown leadership practices
enhance teaching and learning in the school? Dosehegractices include

distributing leadership?

The previous chapters, four to seven, presented aralysed the data gathered in
investigating these three research questions. 3$ise$ emerging have been synthesised
and the high points are presented here and linkethe literature. The first research
question raised many issues and provides the barsihe other two questions. The key
issues are presented under the following themes:-

a) Defining distributed leadership

b) Features of distributed leadership

c) The gaps between perceptions and practice

d) Developing leadership capacity

e) Linking distributed leadership with teaching andrteng.

a) Defining distributed leadership
Ritchie and Woods (2007 p.365), state that distetbuleadership is not a single
phenomenon but a complex mix of structural andviddial characteristics and actions.
This research suggests a similar interpretaticstriduted leadership means different things
to different people. In the schools involved instliesearch, the concept of distributed
leadership is not generally part of the educatiahstourse and consequently there is no
commonly agreed simple definition among the redegarticipants. However, there was

broad agreement with many of the features outlindgte theoretical framework.
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A wide range of terms has been used in the litezatuncluding delegation, dispersed,
democratic, shared and collaborative leadershi@Hapter Two the works of Spillane and
Duignan were compared. While both agree that lediieris not the remit of one person
and that the central purpose of school leadership ienhance learning, they differed in
their use of the term ‘distributed leadership’. |Bpie favours its use as a lens for
diagnosing practices and revising or designing pesctices that will improve learning.

Duignan places a stronger emphasis on the impatahcreating a sense of community

where teachers see eye to eye and where an “allmnsel leader” culture prevails.

Chapter Two also presented a ‘working definitiohdestributed leadership which was then
explored with principals, deputy principals andctears in three post-primary schools. The
definition had a particular emphasis on the refesiop between distributed leadership and

teaching and learning.

Distributed and dispersed leadership are oftentadeaynonymously with delegation.
However, the literature suggests that delegatigpligs that the authority lies, in the first
place, with the principal and deputy principal, dhey delegate this authority according to
their judgement. The principals and deputy prinisipe this research made a clear
distinction between delegation and distributed éeskip in that delegation meant they
asked a teacher to carry out a task or play a wdtereas distributed leadership meant that
teachers throughout the school were empoweredédrise leadership through influencing
others and using their own initiative. One of thartigipants in the principals’/deputy
principals’ focus group referred to delegation algl fashioned’ and stated that “you can’t
just ... share out the cards”. However, delegatedidrship may best describe the type of
leadership assigned to teachers with posts of nsspibty. Each post carries with it a
specific set of duties and responsibilities deleddb the appointed teacher. It was evident
from this research that although teachers may biyreed a set of duties for a post of

responsibility, this does not necessarily meanttiey are perceived to be good leaders.

Dispersed leadership, on the other hand, suggeat$edship as an activity located at

different points in a school and enables peopl@ate a contribution or exercise initiative
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when relevant. (MacBeath et al 2004 p.8). There exadence of dispersed leadership in
the articulation of views by principals, deputyrmipals and teachers themselves in this
research: teachers can exercise initiative and mag@ntribution to decision-making and

policy, no matter what their position or statushiitthe school. The principals and deputy
principals recognised that teachers need to bengipace to develop their potential and an
opportunity not only to use their initiative, bus@ to make decisions. The principals and
deputy principals expanded the concept furthemiocluding a sense of ownership of what

is happening and being part of an organic structure

This research also highlighted the significant rible principal and deputy principal must
take in leading the school; they must have a visiot be able to influence others to work
with them in achieving this vision; they are in mique position to provide the structures
needed for teachers to exercise leadership; fanpkathey make timetable arrangements,
they facilitate teachers attending professionalettgyment and they provide opportunities
for teachers to formally share their experienceth wolleagues. For these reasons the
teachers see the principal and deputy principasras extremely important for giving
direction and see the organisation as somewhatrbldcal. Shared leadership “lies
between people, within groups, in collective actisich defies attempts to single out ‘a
leader” (MacBeath et al 2004). In this sense, tdren ‘shared leadership’ is not entirely
appropriate as the particular senior leadership oblthe principal is accepted. However,
elements of MacBeath et al's description are relevaleadership is seen as creating
avenues for people to work together rather tharingafor decisions to be handed down
through hierarchy and it is built on openness ttresncern, respect and appreciation.

The findings from this research suggest that disted leadership is understood as
containing elements of the terms shared, delegatdddispersed. The research participants
consider that having opportunities to use init@tig important, thus sharing leadership.
However, they also acknowledge the need for thecgal to “direct” and see it as part of
the principal’s role to delegate tasks and auth@# appropriate. The word ‘participative’
was used in Chapter Two to define distributed lestdp. The research in this thesis
suggests that the prevailing view among those qpating in it would concur with this

definition, i.e. principal and deputy principal lathe authority and ultimate responsibility
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for the school but teachers participate in the siesimaking processes and have a degree
of freedom to exercise initiative and leadershipisTleadership is exercised particularly
through formal positions such as posts of respditgilbut also, and very significantly,
through teachers’ leadership work within subjegbadéments. The culture of the school
plays a very important part in creating the climiia@ allows multiple teachers to exercise

leadership.

The research findings suggest that distributeddesddp is understood to be closely linked
to teaching and learning. Collaborative work preess and structures and systems that
contribute to creating a positive learning enviremty are some of the key features of
distributed leadership identified in this reseaticht have the potential to have a direct or

indirect influence on teaching and learning. Thiesg¢ures are discussed in the next section.

b) Features of distributed leadership

An emergent property of interacting individuals

The concept of distributed leadership as an eméngeperty of a group or network of

interacting individuals was highlighted as one loé tistinctive elements arising from the
review of literature (Woods, Bennett et al 2004).this research, the understanding of
distributed leadership demonstrated by the resepacticipants strongly supported this

view. “Working together” was a theme that emergérgly from the research and

encompassed subject department meetings, shasogrees, discussing one’s practice and
consistently implementing school policy. The coriceas extended beyond individual

classrooms to working together as a school communithaving a shared vision and

“singing from the same hymn sheet”.

The nature of the interaction is often informathaligh formal interaction occurs through
subject department, post holder and staff meetiimjsrmal interaction was very much in
evidence and highlighted the importance of the giteng culture in influencing teachers’
work. Where the atmosphere was considered to lie,'seachers were more likely to enter

into dialogue, seek advice and admit they needdul Ade benefits of working together
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were clearly outlined; teachers felt supported hairt work, they exchanged new ideas,
shared resources and received help in dealing etitienges. It increased their level of

motivation and morale.

Opportunities for the development of multiple leade

The opportunities to work together presented thérasen a variety of ways and require
leadership to be distributed to different peopkpehding on the situation. Leadership may
be provided formally by a “positional” leader suat a subject department coordinator, or
informally by any teacher working with colleaguésthe three schools, from time to time
there are structured arrangements in place foha¥ado work together in teams on school
planning or in subject departments. Both the scipberhning requirement (Education Act
1998) and the whole school evaluation processesribote to this development in a
positive way. Teachers expressed their reluctamakstuss teaching and learning prior to
these initiatives. Other opportunities for teachersvork together to lead and influence
each other to improve teaching and learning odetough the inclusion of special needs
students in mainstream schools. As this is a w&btinew phenomenon and most teachers
have received no specific training, it appears ftberesearch that it is ‘legitimate’ to go to
the special needs teacher for advice and to wotlk er/him to learn how best to support
the learning of special needs students. Theseigeaatot only allow for the development
of multiple leaders, but require the leadershia ofariety of people who have expertise in
these areas.

Collaborative cultures

Distributed leadership includes the concept ofatmirative cultures, but it is not always
easy to develop and maintain a culture where peoate work well together. In this
research, barriers to working together were evidéhé most significant of these was the
very honest admission of lack of confidence ongh# of teachers. This theme recurred
through both post-holders’ and non post-holdersufogroups and reflected the views of
more experienced as well as younger teacherseBohérs who have spent perhaps twenty

years working in the ‘privacy’ of their own clasero, they may have no significant
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indicators of the quality of their teaching. Foesle teachers, it is difficult to either give or
seek advice. For younger teachers, the lack of geemcy of their position might militate
against them asking for help, for fear of appeamugpmpetent. The discussion also raised
cultural differences prevailing in different scheolhe suggestion was made that it may be
more ‘acceptable’ in a girls’ school with a predaamtly female staff to discuss classroom
practice and that a relatively ‘new’ school mightcahave a culture of being more open
than a traditional school.

Leadership can be exercised by a wide range of peoip the culture and environment

allow it.

A significant point of agreement across the thnemigs of participants in this research was
that leadership is not confined to positions. Whhe leadership role of the principal,
deputy principal and post-holders was recognisetl deemed necessary, these were not
deemed to be the only people who would exerciselekship. Leadership could be
exercised by any teacher, depending on their digposif the culture and the environment

allowed it.

Table 8.1 below sets out the theoretical frameviackrporating key features of distributed
leadership as outlined in Chapter Two and pressestsmmary comment from the research
findings. These features are incorporated intorédsearch participants’ understanding of
distributed leadership, but not all of them areelydoractised.

Table 8.1 Features of distributed leadership - samym

Statements from the literature Summary comment fromthe research

Recognition that leadership does not residdere was a consensus among all focus groups
solely with the principal and deputy principal participants and very high level of agreement
from questionnaire respondents with this

statement.

Leadership occurs through interaction arthere was consensus on the influence teaghers
influence and through organisational routindsave on each other in both their formal and

and practices informal interactions. There was also agreement
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that when teachers work together stud

learning is enhanced.

Each teacher is valued and supported

his/her professional practice

Tmere was agreement across all grou
principals and deputy principals, post-hold

and non post-holders that this is very importa

A sense of community prevails

Having a shared wis$oan important aspect

developing community. Other practices, such

also important. However, in practice, furth
developments are required in schools to enhg

and develop a sense of community

Relevant expertise is recognised, whereve

lies

rTihere was agreement across principals, de

principals, post-holders and non post-hold
that expertise is recognised, but often o

informally

A climate of trust exists

If leadership is to belyrdistributed, trust is
essential. Collaborative work practices are b
on the basis of trust. The courage to sh

leadership also relies on a climate of trust.

All actions in the school have as their cen

focus enhancing students’ educatio

experience

nalwareness of it helps to ensure that the lear

r&chools strive towards this and increa

environment is improvedhtentionally through

structures and practices

Context matters — there is an interdepende

between leaders, followers and their situatiq

deere was unanimous agreement that

rcontext matters and will differ from school

school. People can be leaders and follow
This

principals and deputy principals. However,
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further.
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Ongoing learning is considered to be the ng
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Recognition that each person contribute§ Thhere was consensus among all the research
the overall good of the school and the schggérticipants that each individual teacher shquld

is only as good as the people within it be affirmed and their contribution recognised.

Appropriate structures are formed and [@he wuse of structures such as subject
formed to provide opportunities fordepartment, and other meetings was recogrised

Y
making opportunities at informal as well as formal

collaboration and participative decisionas being important for providing leadersh

levels and as an opportunity for teachers tq be

involved in decision-making.

Leadership may be exercised through form@he potential for the exercise of leadership
positions, as well as informal roles and actioterough formal positions was recognised put

training and support is required.

c) The gaps between perceptions and practice

Differences between schools

While this study is not a comparative study betwienthree schools, differences between
the respondents from the three schools emergeldeimuestionnaires. It was evident that
distributed leadership practices are better dewslom some schools than others. The
analysis of students’ examination results was talseone example of distributed leadership
practice. This routine involves a sequence of doatdd actions on the part of the
principal, deputy principal, guidance counsellorsl ather teachers in order to use the
information from the analysis to improve studerdrieng. However, this practice was
perceived to be a well established practice by 8886 of respondents in Louvain, whereas
in both Eldorado and Heidelberg approximately 90P4espondents considered it to be
well established and/or being refined. Althoughtlatee schools have engaged in the same
leadership development programmes, their distrtbiéadership practices are markedly

different.

Two issues which demonstrate the gap between gens@and reality were highlighted in

Chapter Four: one was the level of involvementhees have in making decisions and the
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other was the students’ contribution towards denisnaking and policy development in
the school. In both of these examples, there wasra significant difference between the
respondents’ perceptions of distributed leadersimigh the current practices in the school.
These gaps suggest that the respondents’ undersjaofl distributed leadership is not
matched by their experience of leadership in theosk This is an area that could be

explored further in each school.

Middle Leadership: The role of subject departmeratsd posts of responsibility

In Chapter One, middle leadership was describedoéding much promise for relieving
senior management burdens and capitalising on arwa&hge of expertise (OECD 2008a).
In this research, middle leadership was interpret®dgost of responsibility holders and
subject department coordinators working with theibject teams. The findings of this
research, however, suggest that middle leadersbgs chot live up to the expectation
expressed in the OECD report. Firstly, it appehss the roles are exercised differently in
the different schools. The system for selectinghosders and the expectations associated
with their work differ between the voluntary secangschools and the community school.
In spite of that, however, the respondents to tiestionnaire in all three schools showed a
relatively low level of agreement that post-holdés/e a significant role in decision-
making. In relation to teaching and learning, hogrethere was a noticeable difference
between the community school and the voluntary rsgaxy schools in this study, with 78%
of the respondents in the community school agrethag post-holders influence teaching
and learning, while in both voluntary schools ldsst 50% of respondents agreed that they

influence teaching and learning.

The focus group discussions highlighted furtheriataimms in the perceptions of the
leadership role of post-holders. Some, but not @ikt-holders exercise their leadership
beyond the execution of the tasks assigned to pust; they consider it important to be
good role models for students and colleagues. Both post-holders and principals and
deputy principals recognise the valuable role gut-holderscan play in influencing the
learning environment and supporting students inir tihearning. However, a clearer
understanding and defining of their leadership nolthe broader school context could lead
to a more effective system which would hold the sgaty of relieving senior
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management burdens and enhancing teaching andnigam capitalising on a range of
expertise closer to the classroom. . Changing pipecach to defining the schedule of posts
and to the method of selecting teachers for thesgspwould enable leadership to be
distributed not justdelegatedto the post holders. To effect this change, schsds
would not be defined in terms of a range of taskbd carried out but, rather in terms of

identifying the leadership responsibilities for goarlar aspects of the school.

In relation to subject departments, this reseaidhndt include separate discussions with
subject department coordinators but it emerged filmenresearch that subject departments
have become a forum for teachers to meet togedhaistuss teaching and learning issues.
The full potential of subject department meetings Imot yet been realised. A question
arising from this research is: if there was moreplkasis on leadership of subject

departments would their influence on teaching aatning be greater? More emphasis
could include a more formal approach to selectibleaders, training in leadership and the

provision of regular meeting times.

The findings of this research suggest that teackepport the concept of collaborative
work practices such as planning and reviewing thark together and sharing resources
and ideas. In Chapter Four, the results shown litetd.3 identified significant gaps
between respondents’ perceptions of distributedideship itself and their view of
leadership practice in their schools. Over 75% atipipants agreed that teachers should
work together in planning and reviewing their waskaring ideas within and across subject
departments and sharing their professional devedopraxperiences but less than 50% of
respondents agreed that these practices were stablished in their schools. While 95%
of respondents agreed that a practice such asaeaatorking together enhances student

learning, fewer than 50% of participants agreed tiese types of practice occur.

d) Developing leadership capacity
Mayrowetz (2008) suggests that distributed leadprserves an important purpose in
building capacity for school improvement. By deyaiagy multiple leaders, he argues, there

is greater understanding and appreciation of tlseles related to the school as an
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organisation. The principals and deputy principalthis research agreed with that position
and added specifically that the students would fitefféne principals and deputy principals
also agreed that if leadership is distributed widedome of the “nuts and bolts” of
managing a school could be shared and that theysitlees could then play a stronger
educationalleadership role. The concept of capacity buildithgrefore, in the context of
this research, involves developing leadership fanagement and leadership for learning.
Leadership for management, in this context, meaksg responsibility for setting up
systems and structures to ensure that the schoah igfficient organisation, whereas
leadership for learning means a direct focus oshieg and learning issues. One factor
which is particularly relevant here is that teashleave the expertise in their own subject
areas that principals and deputy principals may mte. If there is strong positive
leadership at subject department level, the capasitthere to improve teaching and

learning — the expertise is close to the site afriang.

The participants in this research highlighted mpractices and conditions that contribute
to developing leadership capacity. These rangenh feo positive climate to structures.
Principals and deputy principals recognised theairtgmce of affirming individual teachers
in their work and acknowledging their contributiod$iey saw it as their responsibility to
provide opportunities for teachers’ leadership po& to be unlocked. The post-holders
and non post-holders also agreed that leaderspgritg was developed through individual
recognition and affirmation and that opportunitiesst be provided for teachers to exercise
leadership. They added that having a climate wdgttwas important, where teachers feel
safe and comfortable about expressing their opgand/or seeking advice.

e) Linking distributed leadership with teaching and learning.
Spillane (2008) suggests that distributed leadpresain be used as a framework to focus on
improving teaching and learning. In the teachetg@ggionnaires in this research there was
evidence that teachers believe that they influeaah others’ work and through formal and

informal practices, distributed leadership can eckaeaching and learning.
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Southworth (2004) suggested that good leadersdipais] recognise that their influence
on student learning is indirect: it is mediatedotigh their teachers. Being aware of the
indirect nature of their influence, principals aety seek to influence teachers and they do
this in three ways; monitoring, modelling and d@le. In this research the principals and
deputy principals were aware of the important risley play in leading learning. They
recognised the importance of distributing leadgrsto that teachers can influence their
colleagues in a way which would not be possibledioe individual. Monitoring student
progress was seen as important and one examplasoivas the analysis of examination
results. Other examples included the role playethbyyear heads in supporting students’
learning, creating a positive learning environmantl communicating with parents. The
research highlighted the need for principals, dgmuincipals and year heads to support
students’ learning in a variety of ways and to eeshbat teaching and learning issues are on

the agenda at staff meetings.

The principals and deputy principals considered thay could model good practice by
teaching classes. This enabled them to be part @ibgect department team and to be
directly involved in leading learning. However,ghs not always possible, but by showing
their interest in the progress of students anddtng up structures to enable teachers to
meet, the principals and deputy principals modeirtenthusiasm to improve the learning
environment for students. They also show that stlean play leadership roles within

subject departments, while they become followers.

If teachers are to engage in educational dialothes; need to have opportunities to meet.
The research highlighted the important role thengypal and deputy principal play in
setting up these meetings. However, setting upetsésictures is not sufficient to ensure
improvements to teaching and learning. Leadershipese departments and a more formal
approach to practices such as peer observationdwondvide better opportunities for
teachers to engage in pedagogical dialogue. Theepbrof teacher leaders was outlined in
Chapter Two as an aspect of distributed leaderstapris et al (2003 p.79) identified four
dimensions of the teacher leadership role thatnetet¢o the overall operation of the school.
Teacher leaders:-
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translate the principles of school improvement itite@ practices of individual
classrooms ( a brokering role);

assist other teachers to cohere around a partidelaglopment and foster a more
collaborative way of working;

play a mediating role in school improvement. Theg an important source of
expertise and information;

forge close relationships with individual teachetere mutual learning takes place.

In this research the evidence suggested that tesaphaey informal leadership roles. They

discuss their work informally and there was eviden€ peer observation among a small

group of teachers. In that way, some teachers festering a collaborative way of working

and engaging in mutual learning. However, due éddlck of a formal, structured approach,

the potentially positive impact on teaching andre® that could emerge from teacher

leadership is reduced.

Principals and deputy principals believe in the am@nce of their role as educational

leaders and see two key areas for development:-

more intentional focus on teaching and learnindniwithe post of responsibility
and subject department structures;

the development of individual skills and talentsoaig teachers and providing
opportunities for them to exercise leadership forimal as well as formal roles and
actions.

It is not only the principals’ and deputy principapractices that influence teaching and

learning; the teachers’ own practices also havedttential to influence their colleagues. If

teachers recognise their influence and have theageuo be leaders, they can make a very

positive contribution towards helping themselves dheir colleagues to improve their

classroom practices and to provide a supportiveniieg environment for students.
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8.2 Additional themes and limitations of the study

In examining distributed leadership and its impawctteaching and learning, a number of

additional themes emerged that provide the basifufther investigation.

The changing role of post-holders

The role of post-holders emerged strongly as bsiggificant in participants’ perceptions
of distributed leadership and in the potential fi@achers holding these posts of
responsibility to play a leadership role in studantl teacher learning. One of the key
points raised in both the principals’ and deputingpals’ and the post-holders’ focus
groups was that these roles have changed in rgeart and that post-holders today play a
more influential role in leading learning. Howevthis thesis did not explore the nature of
the changes that have come about, and the implnsatof these changes. Further
exploration of the changing role of post-holdersd &ghe potentially positive impact these
roles could have on teaching and learning, woutdest illuminate some of the important
emergent issues in this research. It would alseigeoinsights into an aspect of the Irish

education system that is sometimes considered tofentious.

Issues of power

Leadership is often associated with power and aityhoThis thesis did not focus
specifically on this aspect of distributed leadgrshut the issue was raised in the non post-
holders’ focus group when discussing the leaderstigp of post-holders. One participant
referred to a teacher “taking on too much powerfigfter Five). Developing the concept
of distributed leadership and working to developgtices that enhance it will, inevitably,
raise the issue of power and perceived power. temiure has already highlighted the
caution shown by teachers to their colleagues wplaned in a position of leadership
(Weiss and Cambone 1994, cited in this thesis iap@r Two). The findings from this
thesis suggested that teachers have no difficaltg@ting their leadership role and function
when working with students but there was some tasie to being a leader among their
colleagues. Further research into the reasonsrfdrtiae nature of this resistance could

provide invaluable insights that would inform fugudevelopments. If there are power
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struggles among a staff, it may have a negativeaghpn the development of leadership

capacity and on the ability or opportunity for tkars to exercise leadership.

Accepting leadership

A concept that might be related to that of “powea¥ stated above, is that of teachers
accepting leadership responsibility. It was evidégmough this research that post-holders
had very different perceptions of their leadersbips. In some cases, they carried out their
tasks as defined in their job description and dtl see themselves as leaders in a more
general context. That meant that, for examplehefré was a situation of conflict with a
colleague, they would refer this to a more seni@mber of staff such as the deputy
principal or principal. Other post-holders, on titber hand, took a broader view of their
leadership role. They extended it to include beingle model for other members of staff
as well as students, and to dealing with issuesngnstaff and students as appropriate to
their role as a senior leader in the school, btitcnafined strictly to the tasks of their post

of responsibility.

The principals and deputy principals agreed thertetlare some teachers who do not wish to
accept any leadership responsibility beyond thescteom and, even when authority is
delegated to them they may not accept it (Chapte) F

In the literature it is also recognised that teaslterive most meaning from their work in
the classroom and taking responsibility beyond dlessroom may not be an attractive
option. However, the results of this study suggkstet the research participants were
aware that their influence on students extends rkythe classroom and that student
learning is enhanced when teachers work togethee. @uld ask, if these two points are
accepted, is it not linked to accepting leadershgponsibility? However, further study is
required to explore the nature of responsibilitycasated with different leadership roles, as
well as functions, attitudes and implications ofequting, or not accepting responsibility for

leadership beyond the classroom.
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The voice of students and parents

In the questionnaire in this research, the respuisdsuggested that students and their
parents should play a leadership role in the schoglin practice, their voices are often not
heard in decision-making. A very significant peidpe on distributed leadership is
missing from this research by not including thes® ttonstituent groups. The author
recognises the importance of their potential ineakent in leadership in the school but the
focus of this study was on teachers, deputy praisipnd principals. However, the author
recognisees that this is a limitation of the stadhl that further research should include
both students and parents in the data-gatheringepso Schools are now required to have
both student and parents’ councils and are expéotettiude them in policy development
in the school. Active engagement in policy develepmopens the door to significant

involvement in decision-making and leadership.

The role of subject departments

As highlighted in this research, the role of subpEpartments has become more prominent
in schools in recent years, as a result of the actlevelopment planning and the whole
school evaluation processes. In this researchdleeof subject departments in enhancing
student learning was acknowledged. The respondrmgested that subject departments
could provide a forum for sharing good ideas arsbueces, but it was also suggested that
these opportunities were not fully utilised. Thevere suggestions that a more formal
approach would improve the opportunities for thdepartments to influence classroom
practice, for example by discussing pedagogy a$ aselcurriculum provision. Further
investigation into the leadership of subject deparits would add considerably to the
theory of distributed leadership. There are mamyas to be explored: the organisation and
content of meetings, formal or informal leaderstup departments and professional
development. The author’s contention, based onrdssarch and experience, is that this is
an area of untapped potential. If teachers ar@edain leadership in this area it would
improve the functioning of a department and theeeimprove teaching and learning. But
it could go beyond that to improving teachers’ ddemce in their own abilities and
encouraging them to become “teacher leaders” (e dbnse used by Lieberman) thus
building leadership capacity in the school and métiely contributing to school
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improvement. As Mayrowetz (2008) says, the collectiapacity of the organisation would

increase to the point where the school can adaisess/n shortcomings.

Professional development

While professional development was alluded to is #tudy, the potential influence it has
on the learning environment of the school is suwt it requires further study. Different
types of professional development are required ®etnthe needs of the school in
developing leadership capacity. Some may be soues¢einally to the school but the
school-based dimension is also very important, a&wmhetimes underplayed and

underestimated.

Reflections on the thesis process

In setting out on this journey of exploration ofswiibuted leadership, the author had
concerns about discussing distributed leadership meisearch participants before defining
or ascertaining their understanding of leadershiganeral. For that reason, a preliminary
study was carried out in one school. This was & wseful exercise in that it produced
ideas about leadership and how teachers percesteablsleadership. It yielded a very
broad interpretation of leadership but identifibd fact that teachers accept that they play a
leadership role — leadership is not the sole pagrog of the principal and deputy principal.
However, in hindsight, more exploration of the eiffnce between leadership and

management would have been helpful.

A useful outcome of the research process has Ieearticulation by teachers themselves
of their leadership role, and a recognition of thBuence they exert not only on the
students but also over their colleagues. Two kegcepts are linked to this — the
professionalism of the teacher and the culturehef gchool. One could argue that these
themes are the subject of this thesis, but theocautbntends that by using the term
distributed leadership, it has acted as a diagndebl to highlight certain issues that
schools could focus on that would enhance teachmd) learning. If the atmosphere is
positive, then a culture of collaboration can beeal@ped and the leadership role of post-

holders can be discussed and articulated morelylé&imilarly, more training for subject
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department teams holds the possibility of makingegey positive contribution to school
improvement. The leadership of the principal angudg principal is very important.
Firstly, they create the positive atmosphere byngagttention to each individual teacher —
recognising that their influence on student leagnsthrough their teachers. Secondly, they
are in a position to form structures and systerasehable teachers to work together and to
develop leadership skills. Thirdly, professionavelepment is an important part of creating

an atmosphere of learning among staff.

8.3 Using the research

At the outset, this thesis was placed in the cdraéleadership development. The author’s
involvement in the area of professional developnfentschool leadership prompted the
research questions. Having completed the studyfinkiéngs can be used by the schools

themselves in a number of ways.

Each school will receive a report outlining theiwro school’'s responses to the
questionnaire and a summary of findings from theugogroup discussions. The key issues
will have implications for the principals and depwprincipals in that the findings highlight
the importance of their leadership role in develgpa positive learning environment but
also in developing individual leadership skillsteachers and providing opportunities for
leadership to be exercised among colleagues. Athese have the potential to improve
teaching and learning. The reports could also leel as a basis for discussion among post-

holders, focusing on their role in leading learning

From the point of view of professional developmethie findings could be used by
providers of in-service courses to inform their kor the area of leading learning, leading

people and leading the organisation.

From a policy perspective, this research could $eduo illuminate how, by focusing on

leadership throughout the organisation, teachirdylaarning could be enhanced. Beyond
that, however, there may be some insights intodesip succession — if leadership is a
common element of the discourse at school level laadership capacity is consciously
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developed with a focus on teaching and learningettz@e two possible outcomes; one
being improved results for students and the sed®mag the availability of leaders of the

future who would be better equipped to assume ségadership positions.

8.4 Conclusion

This thesis set out to explore what was meant Isyriduted leadership and to see, if
practised in a school, would it contribute to impng teaching and learning. Through
questionnaires and focus group discussions theepbnof distributed leadership was
explored and the results presented and analysedd@ ranging definition emerged that
recognised that all teachers can be leaders, leuextent of their leadership functions
varies from within the classroom to their influenge students beyond their individual
classroom, to their leadership influence over eglees. Their understanding of distributed
leadership encompassed structural and culturaéssdaoth of which had the potential to
influence teaching and learning. This potentialnet fully realised, but with a more

intentional focus on teaching and learning and asciwus development of leadership

capacity this situation could change to the berméfgtudents.

Development of leadership happens through a cormbmaf opportunity and nurturing.
This depends on consciously taking action, ususthyting with the principal and deputy
principal setting the example by being aware ofrtéed to “let go” and the need to provide

opportunities for others to lead.

In attempting to illuminate the current understaigdiof distributed leadership and its

impact on teaching and learning, this thesis prewithsights into three schools and the
perceptions and practices of distributed leadersBigeen by teachers, deputy principals
and principals. It raises further questions abbatleadership roles played by students and
parents and boards of management. It also sughetter research into areas of school

culture and the professionalism of teachers.
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Appendix 1 Leadership Development for Schools

Leadership Development for Schools is a supponiserset up by the Department of
Education and Science in 2001 to promote profeasidevelopment for principals, deputy
principals and others involved in, or aspiring sghool management and educational

leadership in first and second level schools.

The team consists of principals and deputy prifsipdno are seconded from their schools
on an annual basis to design and implement a yasfatourses and to provide support and
learning opportunities for school leaders. The sesoffered include:-

Misneach — for recently appointed principals /ragfprincipals

Forbairt — for experienced principals and deputpqpals

Tanaiste — for recently appointed deputy principals

Cothu - for principals and deputy principals of 8peSchools

Cumasu — for school leaders in disadvantaged sshool

Toraiocht — for teachers aspiring to positionserfisr management and leadership.

For further information seeww.lds21.ie
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Appendix 2 The Post of Responsibility Structure in Irish

Post Primary Schools

The Post of Responsibility (PoR) is a structure iehg a number of teachers are given
additional remuneration to carry out specified sas#tuties and responsibilities in the

school. It is also called the “in-school managerhsystem.

There are two grades of post; Assistant Principad &pecial Duties. The Assistant
Principal post carries an additional salary alloweanf almost €9,000 per annum and the
Special Duties allowance is approximately €5,000gmum. Teachers in receipt of either
of these allowances are required to fulfil dutiad gake responsibilities in addition to their
full teaching hours. The duties attached to thet pare defined by the Board of

Management following a consultation process invavall the staff. The consultation

process includes an analysis of the school neeglgement on the priorities and the

drawing up of a “Schedule of posts” to match theead priorities.

Each school is allocated a specific number of $pdities and Assistant Principal posts
on the basis of school size, according to a fornbased on the number of whole-time

teachers in the school.

Appointment to a post of responsibility is by coniipee interview among the teachers
already employed in the school, whether full timepart time, permanent or temporary.
Selection criteria have been agreed at national lamd include credit for the number of
years experience in that school and “the most seibable” (DES Circular Letter 05/98)
candidate. Therefore, in most cases, teachersngpjutists of responsibility are more likely

to be the teachers who have been in the schotihédongest number of years.
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Appendix 3(a) Preliminary Investigation Report

The focus group meeting, as part of the preliminasgarch for this thesis, was held with a
group of teachers from one school. There wereesxhers present and the meeting lasted
for one hour. The preliminary ideas explored ineldidtheir perception of leadership
relationships, a) the ideal type of relationshipween the principal and deputy principal
and b) their own leadership role in the schooltiBlpants were presented with a set of
pictures and asked to suggest the ideal relatipristiween principal and deputy, using the
images presented. (See Appendix 3(b)). The predomhimessage arising from this
exercise was that while principal and deputy corafgeand work in tandemjr' some
things the principal has to make the final deci8i¢Rarticipants #2, P2). The most
commonly chosen image was that of the ship’s cajtad first officer.

With regard to their own leadership role within th&hool, a rich variety of perspectives
emerged. Participants were invited to represent ¥hew in picture or diagram form. Four
of the participants presented ‘mind-map’ type diags, emphasising the interactive nature
of leadership. In some cases the teacher placethdigelf in the centre circle and drew
other circles around them with words such as ‘mo@c ‘deputy’, ‘pupils’, ‘other staff’
and ‘curriculum’, ‘extra-curricular’ and ‘schoobeial events’ in the circles. The circles
were generally linked with lines and two-way arrawsdepict the interactive nature of the
relationships. To fit into a leadership role, (one) must have dgale between all elements
of a school environment, a holistic empathy to leaa@ holistic approach(P3). “People
respond to good leadership. Leaders in turn resptmavork and dedication of others.
Conversely, poor leadership and example will adelgrémpact on the actions of others”
(P2).

In one case, the drawing was more hierarchical shotwving two levels of hierarchy, one
being the ‘staffroom level’ and the other the ‘slamm level'. In the staffroomitie role of

leadership is_undefineds ‘not a post holder’therefore....... but opportunities present to

sit on committees ét¢emphasis placed by participant). In the classrdbe ‘perception of

teacher by students as leader in lower echelorshoérarchical structure” (P3)
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Finally, one participant drew a bridge, ‘the eduatoridge’, with a student crossing the
bridge, ‘living through this transitional but crucially forative period. The bridge was
‘built’” from bricks with words such as ‘class teach ‘year head’, ‘principal/deputy’
‘subject departments’, ‘board of management’ ‘p&seriextra-curricular and ‘policies’
and ‘pastoral care’. This participant saw each lheaas having a central degree of
leadership as they occupy many roles in a schadhe life of each student and even of one
another. We are all responsible to one anotherdbtige students to where theged to b
(P6).

Two key concepts seem to emerge from this dateeachers show leadership within their
own classroom and 2) interaction between teaclerthé good of the students is perceived
as a leadership issue. Leadership is perceivexisb@ be developed through the interplay
between the people in the different roles (classher, year head, principal etc) and the
activities of the school (provision of curriculumdaextra-curricular activities, policies and
pastoral care systems). Perhaps this reflectsaBpih concept of distributed leadership as
being embedded in the roles and rituals of the @¢Hahe tasks, actors, actions and
interactions of school leadership as they unfolgetber in the daily life of the schdol
(Spillane et al 2001. p.23.) The two quotation®ivetapture the points above:-

“It is important that we have the same policiesplpthe same rules, and give the same
messages, ethos and value to our students. Therefach one of us has a leadership role”
(P2).

“The Venn diagram places me, the teacher, in thedei of that. Not that I'm of central
importance but you are in the middle of it all. f@ay a leadership role in the classroom”
(P4).

The final question posed to the participants wakdticontribution might teachers make to
the overall leadership and management of the sei®esponses were verbal and included
the two statements below:-
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“Each teacher takes ownership of a small part & $ichool, e.g. pastoral team. Even if not
driving that team, you should be taking part anling ownership of what's going on”.
(P1)

“Trying to make the school a better place. Gettimgre people involved. Encouraging
people to volunteer and to speak, e.g. a chair mieating should be aware that four or five
people might dominate a meeting. Give silent teachevoice.” (P3)

Overall, the focus group meeting provided somegimsinto teachers’ perceptions of
leadership. It allowed some concepts to emerge lwhan be further explored through
questionnaires and interviews, e.g. shared visitakihg ownership of small parts of the
school / trying to make the school a better pladeatlership at classroom level and
leadership at ‘whole-school’ level / ‘positionabiership’ such as posts of responsibilities
and the opportunities for all teachers to engadeadership activities. Perhaps, even more
importantly, it highlighted to the researcher soofethe skills required to gather data
successfully. It also highlighted some of the dadles of facilitating a focus group
meeting, such as allowing enough time, allowinguasion to flow, interpreting the data

and reporting the findings.
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Appendix 3(b) Preliminary Investigation Questions

Picture 1

Leadership Roles and Relationships

Partners The Lone Ranger

Crusoe/
Friday

Task 1: Looking at Picture 1, what would you suggesan ideal relationship between a

principal and deputy principal in any school? Yoigim like to give one or two reasons.
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Picture 2

21st Century Leadership

Perceptions of leadership......."

Leadership 5
Development

for Schools

Task 2: Looking at Picture 2, comment on these asag terms of leadership roles and

relationships

Task 3: Using the blank page provided, illustrateoiigh diagram or drawing your
leadership role in the school.

Additional questions for discussion:

4. To what extent is leadership discussed and develapeng teachers?
5. How might your role as a leader be developed?

6. What contribution might teachers make to the ovézabership and management
of the school?
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Appendix 4 School Profiles - Posts of Responsibility

School No 1 Eldorado

Eldorado is a girls’ voluntary secondary schoosauth Dublin. There are 413 students, 28
whole time equivalent teachers and four SpecialdNéessistants.
There are six Assistant Principals and eleven @pebuties posts, including the

Programme Co-ordinator.

Post Classification Duties
AP1 Pastoral Year Head
AP2 Pastoral Year Head
AP3 Curricular / administrative Work Experience/Uniform
AP4 Pastoral Year Head
AP5 Pastoral Guidance
APG6 Curricular / administrative School Development Planning
SD1 Curricular / administrative PR/Extracurricular/Marketingl
SD2 Pastoral Special Needs/Home School Liaison
SD3 Administrative / curricular Laboratory Coordinator
SD4 Pastoral Year Head
SD5 Pastoral Pastoral Care Coordinator
SD6 Pastoral Year Head
SD7 Curricular / administrative PR/Extracurricular/Marketing2
SD8 Curricular / administrative It Coordinator
SD9 Curricular / administrative Examinations Secretary
SD 10 Pastoral International Student Coordinator
SDPC Curricular / Pastoral TY Coordinator/Year Head
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School No. 2 Louvain

Louvain is a boys’ voluntary secondary school irsiM@ublin. There are 658 students, 54
whole time equivalent teachers and four SpecialdNéessistants.

The post of responsibility structure includes nikssistant Principals (AP), fifteen Special
Duties (SD) teachers and one programme Co-orditdP level. The schedule of posts is

outlined below:-

Post Classification Duties

Principal

Deputy

AP1 Pastoral Year head' year

AP2 Admin HSO. School maintenance. Stock control.

AP3 Admin Administrative officer, ECDL Centre Marexg

AP4 Curricular Students’ Council. Drugs awarenexsdinator. Librarian.

AP5 Admin Examinations secretary — internal ancedl.

AP6 Pastoral Year Head'§ear

AP7 Pastoral Year Head'§ear

AP8 Pastoral Year Head%year

AP9 Pastoral Year Head"3ear

Temp Curricular Programme coordinator

SD1 Pastoral Assistant Year Hedty&ar

SD2 Curricular Staff induction. PGDE Coordinatore$tdent’s award.

SD3 Admin Prefects. Board crew. Book rental scheme.

SD4 Pastoral Assistant Year Heabykar

SD5 Curricular School development planning coortdina

SD6 Pastoral Assistant Year Hedd year

SD7 Admin Automated attendance system officer

SD8 Admin Games coordinator. School transport

SD9 Admin /| Public relations officer. Environmental officer.
Curricular

SD10 Pastoral Year Headl gear. Transition Year coordinator
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SD11 Curricular Junior Certificate Schools Prograoordinator

SD12 Curricular

SD13 Pastoral Assistant Year Hedty@ar
SD14 Pastoral Assistant Year Hedtygar
SD15 Curricular Timetabler

Admin

School No. 3 Heidelberg
Heidelberg is a co-ed community school in southlDudhere are 700 students, 50 whole
time equivalent teachers and six Special Needsstsds. Eleven teachers hold Assistant

Principal posts and there are fifteen Special Bugachers.

Post Classification Duties

Principal

Deputy

AP Pastoral Year Head'year

AP Pastoral Year Head2year

AP Pastoral Year Head®3/ear

AP Pastoral Year Head"4ear

AP Pastoral Year Head"5ear

AP Pastoral Year Head"6ear

AP Curricular Transition Year coordinator

AP Admin Teacher substitution

AP Admin House and State examinations

AP Curricular School development planning

AP Curricular /| Adult Education Director
Admin

SD Admin Health and safety

SD Curricular Special needs

SD Pastoral Anti bullying coordinator
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SD Curricular Adult education
SD Admin / pastoral Attendance/punctuality assistan
SD Admin PRO/Year Book — communications
SD Pastoral School environmental officer
SD Pastoral Positive school spirit / lunchtime\atigs
SD Curricular Special needs coordinator
SD Admin /| LCVP and competitions coordinator
curricular
SD Admin Stock control
SD Pastoral Extra curricular coordinator
SD Curricular /| IT development officer
admin
SD Curricular /| LCA coordinator
pastoral
SD Pastoral Student Council
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Appendix 5 LDS School Projects

School Number 1 Eldorado

Title of project: Fostering Learning and Achievemern

General aims of project:
1. To encourage and facilitate students to takeoresibility for their own learning.
2. To encourage active learning

3. To help students to value their achievementghess.

Specific team-building and leadership aims:

1. To present the project effectively to staff twsere that they are fully briefed on the
project, and to invite their participation.

2. There is a culture of encouragement of initetnithin the school - an aim of the project
is to nurture this culture by empowering A.P.'sraddle managers. This may be done by
developing teamwork within the group and allowimgne for regular meetings to take
place.

3. To develop a sense of team work between studessnts and mentors.

4. Team members will develop relevant skills sushe#fective chairing of meetings,
presenting material, conflict resolution and cortohgcsurveys.

Description of project: To Date

1. Students would be given help to develop a pais®d study plan and would then be
monitored and assisted by regular meetings witheatan, or cooperating teacher. It was
decided that the target group would be second year.

2. The project was presented to the staff. Grodpbree students were assigned to staff
members who agreed to become involved, which ireduimost the entire staff.

3. A letter was sent to parents explaining thegmpjand inviting them to a meeting where

they were given a presentation on how we hopeddoegd.
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4. Each student, with a parent, then met her mdotdevise a plan of how she spent her
time each day, and hence to draw up a plan showihgre she would fit in the
recommended number of hours of study.

5. Mentors met with students regularly over thetnw weeks, leading up to the
Christmas exams.

6. After Christmas, students completed an interurvesy to see how they perceived the
success or otherwise of the project. The survayltseesere collated and evaluated.

Outcomes of project (Evidence of success):

1. Consultation of parents has meant that they Haa®me more involved in their

daughters' learning, in cooperation with the terglsitaff.

2. The response to the survey showed a varied levedatisfaction among students.
However, all students had a raised awareness afripertance of study and the length of
time which should be spent studying each week. Sstondents are intrinsically motivated

to do well anyway. Others found keeping to the dakegruelling and stressful. Almost all

felt that the programme should be offered to nexsr\s second years.

3. It was felt that this has been a good forumfémilitating A.P.'s to become a driving

force for ongoing school planning. It is intendéattthis project be a starting point in a
process whereby A.P.'s will fulfil a wider role middle management. The project has
highlighted a need for regular AP meetings witlhgattagenda which should be circulated

a few days before the meeting.
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School Number 2 Louvain

Title of project: To promote the use of the College Journal as énodiearning and as an

effective means of communication between schoolramde.

General aims of project:
To improve learning by:
» Encouraging students to keep accurate records ¢ eane/to be done.
* Developing a practice where teachers communicatd positive and negative
progress.
* Fostering an increased involvement from parenthéo son's progress through the

journal.

Specific team-building and leadership aims:
* To hold effective meetings at regular intervals.
« To engage the support of all staff in the projechetjust management' or members
of the pilot programme.
* To maintain an open line of communication betweesmiers of the programme,
the rest of the staff, the parents and the students
e« To encourage students and parents to have a margvpaattitude towards the

journal as a useful tool in education.

Description of project:
* Regular meetings were held by the committee.
* A survey was designed and carried out on all jdsriia the school to get an
accurate understanding of current journal usage.
» The results of the survey were reported to thd atapart of a staff meeting — they
were also informed of the proposed future goalsasked for any advise/input they
wished to give. There was particular concern abioeithumber of students who had

not signed the code of discipline.
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* Form teachers checked the journals paying parti@itantion to the signing of the
code of discipline.

* A letter was sent home to all parents explainingy vthe journal is such an
important tool in their son's education and encgimg them to check the journal
regularly and to sign the code of discipline.

* A survey was held before Easter to check for amofpon the areas previously

examined by the committee.

Outcomes of project (Evidence of success):

The staff was very positive towards the projeca aghole.

. There was an increase in the number of studehts ad the code of discipline
signed

. The standard of students’ record keeping was sligitly improved.

. There was an increase in graffiti.

Future Directions:

It was recognised that the best way to tackle graffas as a separate issue from the
beginning of the next school year.

Record keeping was harder to measure in the sulvesas recognised as a more difficult

task to change as it involved changing studentstde to the journal itself.

The importance of the journal has been prioritibgdthe staff. There is a review of the

journal taking place amongst the staff at preséhe staff is being consulted on their
opinion on how the journal may be altered in dedigrmake it more relevant to the

students. It is hoped that an improvement in desidjnmprove record keeping. It is hoped

to examine prototypes used in other schools asop#nts investigation.
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School Number 3 Heidelberg

Title of project:- Raising Achievement

General aims of project:

To raise student achievement by:

* Reviewing & developing policy and practice rehgtito attendance & punctuality.

* Prioritising professional development needs aigawising relevant in-service training.

» Developing structures to highlight and supportrenable students.

Specific team-building and leadership aims:

Through working collegially, engaging the wider sshcommunity, delegating tasks when
appropriate and evaluating progress our aim is to:

» Embed a shared vision/focus within the team

« Further develop communication skills within tlean

* Further develop Self Evaluation/Target SettingiRe within the team

* Create a culture of shared leadership amonggetre

» Create opportunities to work with colleagues ifeadership role, delegating tasks if

appropriate.

Description of project:

The Project was divided into three areas. An oatbheach is as follows:

In-service Training

» To engage in discussions with staff highlightimigole school in-service training needs.
» To organise externally facilitated in-servicedrimag

» To develop structures which facilitate the hasngg of 'in-house' expertise

* To put in place structure to evaluate the imgdan-service training

Attendance & Punctuality
» To formulate a draft Attendance & Punctuality iPyl
« To target those students whose attendance & palitgtare causing concern
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* To develop a rewards system to acknowledge stadeith excellent attendance &

punctuality

Gifted & Talented Students

* To research available literature on the iderdtimn of Gifted & Talented students

* To put in place structure to identify (using pradtainment data) more able students and
to disseminate this information to staff as appedpr

» To develop a Gifted & Talented Policy

Outcomes of project (Evidence of success):

In-service Training

* In-service training needs identified & whole sohm-service training provided

* Re-organisation of staff meetings has been mlloteking the time more conducive to in-
service training which may be facilitated by staff.

» Structures have been put in place to allow staffevaluate any in-service training

provided in school

Attendance & Punctuality

« A draft Attendance Policy has been formulated

» Structures are in place to improve levels of rattace for those students whose
attendance punctuality was of greatest concern.

* Various reward systems have been piloted achessdahool.

Gifted & Talented Students

* Whole School in-service training on identificati@nd supporting Gifted & Talented
students has taken place

* Brightest student (based on prior attainment)dase been identified in the Junior Cycle
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Appendix 6 Distributed Leadership Questionnaire

Perceptions and practices — questionnaire for teaeins.

Number of years in this school

Number of years in other schools, if applicable

Please indicate if you have a post of responsibyjit

No post Special Duties Assistant Princi thed

Part 1: Perceptions of educational leadership:
Please indicate your agreement, on a scale of 1véth the following statements:
Strongly Agree 5  ............ Strongly disagree 1
1. Educational leadership is the job, primarily, loé frincipal and deputy

2. All teachers are leaders in their own classroom

3. Teachers’ influence on students extend beyondl#ssmom

4. Post holders influence teaching and learning irstieol

5. Subject departments should have a leader/co-oatdinat

6. The objective of subject departments is to impr@eehing and learning

7. Subject department co-ordinators play an impotadership role

8. Teachers have a more direct influence on studamileg than the principal

9. The active support of the principal is essentiaéwchanges are being introduced
in a subject department

10. School management should ensure that the studer ischeard in the decision-
making processes of the school

11.All teachers should be given opportunities to eiserteadership beyond their
classroom

12. Student learning is enhanced when teachers wosktieg (e.g. discussing ideas,
sharing resources, analysing results, actingiasatifriends for each other or
observing each other teaching)
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13.Each teacher should take responsibility for theeagment of all students in their
classes.

14.Teachers should plan and review their work togethtr colleagues in the same

subject departments

15.1t is the role of the principal or deputy to encage everybody to work together

towards a shared vision

16. Teachers from different subject departments shshitale ideas about teaching ang

learning

17.Teachers should be given decision-making respdit&bibeyond their own

classroom

18.Each teacher has a professional responsibilityptwmld/promote values such as

respect, care and co-operation in their classroom

19. Teachers should be given the opportunity to leadindiatives in the school

20. Teachers should exemplify the school ethos andegalutheir classroom

21.1t is the responsibility of school management tewga good pastoral care systems

are in place

22.The principal or deputy should take responsibiiillycommunication with parents

23.Decisions regarding whole-school policy should lmlmessentially by

management (i.e. principal and/or deputy)

24.Post holders should be involved in decisions tifaththe whole school.

25. All teachers should be involved in decisions tHigch the whole school.

26. Analysis of student progress should be carriecbgueachers as part of subject

department meetings

27.Analysis of student progress should be carriecbgear Heads together with

principal and/or deputy

28.When teachers attend professional development estiney should share their

learning with colleagues

29. Subject departments should have designated mdetieg

30. Principal and deputy have a significant influenoestudent learning
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Open question:

1.

Part 2

What is your understanding of ‘shared leadership’ n the school context?

Leadership Practices

Please place the appropriate number in the boxgedy

1 = We (the majority) do not do this in our school

2 = We are starting to move in this direction

3 = We are making good progress here

4 = We have this condition well established

5 = We are refining our well established practic¢his area

In our school:-

1.

8.

9.

Teachers work together in teams ( e.g. to revieaetpre, to design policies, create

new ideas and implement plans)

Senior management (principal/deputy) listens tohees’ voices

Students get an opportunity to make suggestionstdbeir learning (e.g. subject

choices, approaches to assessment, learning ediwiithin the classroom,
homework and the learning environment)

Teachers in the same subject departments shangceso

There are opportunities for teachers to lead edutatactivities beyond their own

classroom

New ideas about teaching and learning are discuss&tdff meetings

. New ideas about teaching and learning are disclstsagbject department meeting

In our subject department we work together to syatecally review our work

Self reflection on practice is encouraged

10. Every year we strive to improve learning by prisiiig specific actions

11.Teachers are given opportunities for professioeabtbpment that enhance stude

learning in their own subject area
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12.Teachers are encouraged to engage in professienaloppment related to whole-
school issues (e.g. school development planniregiabneeds, pastoral care etc)

13.We work with members of the school community, idohg parents, to establish

challenging but realistic expectations and starglard

14.We work together, as a school community, to entwatwe are offering the best

curricular opportunities for our students

15.We receive feedback from parents and students ahedént performance and

school programmes

16. Discussion on the developmental priorities of ttieo®| form part of staff meeting

every year

17.Individual teachers take responsibility for comnuating student progress and

achievement to parents

18.Year heads or post holders take responsibilitynigh quality communication
systems between home and school

19. Teachers are given opportunities to chair meetings

20. Students’ results in the state examinations arby/sed

21. Student progress is carefully monitored by teachers

22.Systems are in place which ensure that studentsugorted in their learning

23.The Code of Behaviour is based on our school’'setimal values

24. All policies are designed with a focus on enhancingproving and developing a

high quality learning environment

25. Teachers have an opportunity to discuss their psudaal work with senior

management on an annual basis

26. Teachers are encouraged by senior managementdattnew ideas

27.Opportunities are provided to discuss new classrprutices with colleagues

28. All teachers are involved in decisions which affénet whole school

29.Post holders have a significant role in decisioriimg

30. There are structures and systems in place to isvadvents in decisions about

teaching and learning in the school
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Open questions:

1. What factors enable you to do your job well?

2. What factors inhibit you from doing your job well?

Thank you for completing this questionnaire.
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Appendix 7 Questions for teachers’ focus groups
Week beginning: 20 April 2009.

Introduction

The questionnaire responses suggested that almesgldy agreed that all teachers are
leaders in their own classrooms. Let’s take it theidership is about taking action and
influencing others. It is also about giving dinect, offering inspiration, building
teamwork. ‘Educational’ leadership is about doing all thistivia view to improving

student learning.

Section 1. The Educational leadership role of theeacher.
Teaching and learning — your work as a teacher anthe educational leadership role
that teachers play:-

1. In the questionnaire many people agreed that wéerhers work together student
learning is enhanced. Why do you think this ischse?

2. If this improves student learning then it's worttpbring a little further .... do
teachers influence each others’ work? How? (Fosaaid/or informally)

3. a) If you're looking for advice about your subjeat,you want to discuss an idea
about your teaching, who would you go to? Why glesson? (Knowledge /
attitudes / skills / personality or a specific rokeposition in the school?)

4. What encourages this kind of interaction betweexhers? What is it, in your
school that makes this kind of interaction poséible
(The general atmosphere? Time set aside? Theameztieams / subject
departments? The leadership style of principal/tgpenior management team?)

Is there more that could be done? Suggestions?

5. In what other ways do teachers lead beyond therdas?
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6. What opportunities are there for you to develop ésader?

7. Do post holders play a special leadership role2u3is.

8. Do you see (distributed) leadership as

(a) responsibilities or jobs that are the Princgpahd DP's in the first place, but
some of which they distribute to other people?

or

(b) do you see school leadership as something iohngach teacher has some
responsibility from the start (eg through the mtitres they take in their own
teaching) and that the Principal/DP co-ordinateBnes, re-presents these different
active energies in ways that make the sharingaxtérship more coherent and
vibrant?

9. The responses to the questionnaires suggestegailmatinderstanding of distributed
leadership included:-

» Having a shared vision and goals for the school

* Working together

* Involvement in decision-making

e Teachers being listened to by management— hawaica
» Displaying leadership beyond management structures

Do you see these as important features of schbsts, ivhy?

Do they contribute to improved student learning?

10. Are there particular ways that a principal and dgpoight act in order to foster and
develop leadership throughout the school?
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Additional Questions for Post Holders:

As a post holder, do you play a special leaders#igin the school?

Do post holders meet with the principal and/or dgjmun a regular basis?
To what extent does your work / role influence studearning?

To what extent do you work as a team of post helRler

Do you have a special function in relation to decismaking?

Questions for Principals and Deputy Principals

1. What do you understand by educational leadership?
2. What do you understand by distributed leadership?

3. How and why might leadership be distributed?
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Appendix 8 Letters of invitation and consent

Appendix 8(a) Letter to Preliminary Study Focus Group Participants
CONTACT ADDRESS
28/03/2008

A Chara,

Thank you very much for agreeing to take part & Bocus Group meeting oft April. |
appreciate your taking the time from your busy vimgkday to participate. This is part of
my preliminary research for a Doctoral Thesis auilye being undertaken in NUI
Maynooth. The information from this discussion Wik used to refine my research topic
and to inform further data gathering. | hope itlwiso prove useful to you in generating

thoughts about your own involvement in leadershighe school.

The topic for discussion iSchool Leadership — Teachers’ Views and Perspexctive

The purpose of the focus group is to discuss yoews and experience of leadership in
schools, with particular reference to the distridnitof leadership throughout the school and
the leadership roles played by teachers.

With your permission, the session will be audioaréed which will enable me to represent

more accurately the outcomes of the discussion.

As this is a focus group meeting, information wid shared within the group. However, the
outcomes of the discussion will be presented anooghy in the thesis; neither the school
nor any individuals will be named. Only the grothe researcher, and the thesis supervisor

will be privy to the specific data that is colledte
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The raw data will be stored on the tape, with episetranscribed and stored on my laptop.
These will be held for 5 years after the completwbrthe degree and then destroyed. You

may, at any time, withdraw from the study by simiplgticating your intention to withdraw.

The research findings may be used in presentatants publications as part of the
dissemination of the research. If you require amyher information or explanation, please

contact me agilishum@eircom.net

Once again, thank you for participating in what Isure will be a lively and interesting

discussion.

(Eilis Humphreys)
Research Consent
| have read and understood the conditions undechwihwill participate in this focus group
meeting and give my consent to be a participanttarthve the discussion audio-recorded.

| agree that any data contributed by me may beighdid.

Signature: Date:
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Appendix 8(b) Questionnaire Letter
CONTACT ADDRESS

10/12/2008

A Chara,

Thank you very much for agreeing to complete a gpmsaire on “Distributed Leadership
and its Impact on Teaching and Learning”. | aptecyour taking the time from your busy

schedule.

This is part of my research for a Doctoral Thesmsrently being undertaken in NUI
Maynooth. The thesis methodology is a case studgaafership in a small number of post
primary schools. The information from the questaina will be analysed and some of the
key emerging themes will be explored further thtougcus group discussions and
interviews. | hope it may also prove useful to yowgenerating thoughts about your own
involvement in leadership in the school.

The questionnaires will remain anonymous and thenmtity of the school will not be
revealed in the thesis. The raw data will be staiedtronically and held for 5 years after

the completion of the degree and then destroyed.

The research findings may be used in presentatants publications as part of the
dissemination of the research. If you require amyher information or explanation, please

contact me agilishum@eircom.net

Once again, my sincere thanks for participatinthis research.

Yours Sincerely,

Eilis Humphreys
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Appendix 8(c) Letter to Focus Group Participants
CONTACT ADDRESS

22" April 2009
A Chara,

Thank you very much for agreeing to take part mfocus Group meeting on"22r
239 April. | appreciate your taking the time to paigtite. This is part of my research for a

Doctoral Thesis currently being undertaken in NUdyvooth.

The purpose of the focus group is to discuss yeews and experience of leadership in
schools, with particular reference to the distriduiof leadership throughout the school and
the leadership roles played by teachers. | hopdlitlso prove useful to you in generating

thoughts about your own involvement in leadershighe school.

With your permission, the session will be audioaréed which will enable me to represent

more accurately the outcomes of the discussion.

As this is a focus group meeting, information Wi shared within the group. However, the
outcomes of the discussion will be presented anooghy in the thesis; neither the school
nor any individuals will be named. Only the grothe researcher, and the thesis supervisor

will be privy to the specific data that is colledte

The raw data will be stored on my computer, asuaticaand/or text file. These will be held
for 5 years after the completion of the degree teth destroyed. You may, at any time,

withdraw from the study by simply indicating youtention to withdraw.

The research findings may be used in presentafodspublications. If you require any

further information or explanation, please contaetateilishum@eircom.net
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Once again, thank you for participating in what Isure will be a lively and interesting

discussion.

(Eilis Humphreys)

Research Consent
| have read and understood the conditions undechwihwill participate in this focus group
meeting and give my consent to be a participanttarhve the discussion audio-recorded.

| agree that any data contributed by me may beighdid.

Signature: Date:

193



Appendix 9 Questionnaire Results

School No.1 Eldorado

Table 1 | Responses to teachers’ questionnaire School 1 Eldaio
Please place an X in the box that matches youepé&an of
leadership in schools
Strongly agree 5, agree 4 ........ Disagree 2ng8tyadisagree 1
Q No. | Perceptions Total | % %
num | 5s&4s| 2s&1
ber S
6 The objective of subject departments is to imprteaching and 16 | 100.00 | 0.00%
learning %0
12 Student learning is enhanced when teachers wogtheg 16 100(/)-00 0.00%
0
15 It is the role of the principal or deputy to enstinat everybody 16 | 100.00 | 0.00%
works together, that the vision for the schoohared by everyone %
18 Each teacher has a professional responsibilityptwold/promote, 16 | 100.00 | 0.00%
values such as respect, care and co-operatioeimdhssroom v
28 When teachers attend professional development esutBey| 16 | 100.00 | 0.00%
should share their learning with colleagues %
2 All teachers are leaders in their own classroom 16 | 93.75% | 0.00%
3 Teachers’ influence on students extend beyondl#ssmom 16 | 93.75% | 0.00%
5 Subject departments should have a leader/co-oadinat 16 | 93.75% | 0.00%
8 Teachers have a more direct influence on studamileg than the 16 | 93.75% | 0.00%
principal
10 School management should ensure that the studese \®heard 16 | 93.75%| 0.00%
in the decision-making processes of the school
19 Teachers should be given the opportunity to lead ingiatives in| 16 | 93.75% | 0.00%
the schoo
14 Teachers should plan and review their work togethéth | 16 | 87.50% | 0.00%
colleagues in the same subject departments
20 Teachers should exemplify the school ethos andegaln their] 16 | 87.50% | 6.25%
classroom
21 It is the responsibility of school management tswa good 16 | 87.50% | 0.00%
pastoral care systems are in place
7 Subject department co-ordinators play an impottzadership rolg 16 | 81.25%| 0.00%
9 The active support of the principal is essentinewchanges are 16 | 81.25% | 6.25%
being introduced in a subject department
16 Teachers from different subject departments sheblgre ideas 16 | 81.25% | 6.25%
about teaching and learning
17 Teachers should be given decision-making respditigibeyond| 16 | 81.25% | 0.00%
their own classroom
25 All teachers should be involved in decisions tHétch the whole] 16 | 81.25% | 0.00%

school.
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School No.1 Eldorado (Perceptions contd.)

11 All teachers should be given opportunities to eiserdeadership 16 | 75.00% | 0.00%
beyond their classroom

24 Post holders should be involved in decisions tiffacathe whole| 16 | 75.00%| 12.50
school. %

29 Subject departments should have designated medetiag 16 | 75.00% | 0.00%

13 Each teacher should take responsibility for theeagment of all 16 | 68.75% | 6.25%
students in their classes.

26 Analysis, using data as evidence, of student pesgsehould be 16 | 62.50% | 12.50
carried out by teachers as part of subject depattmeetings v

27 Analysis, using data as evidence, of student pssgehould be 16 | 56.25% | 18.75
carried out by Year Heads together with principal/ar deputy %

22 The principal or deputy should take responsibilifior | 16 | 43.75%| 12.50
communication with parents v

30 Principal and deputy have a significant influence student 16 | 43.75%| 6.25%
learning

4 Post holders influence teaching and learning irsttieol 16 | 37.50% 205-00

0

1 Educational leadership is the job, primarily, bé tprincipal and 16 | 12.50% | 50.00
deputy %

23 Decisions regarding whole-school policy should baden by| 16 | 12.50%| 56.25

management (i.e. principal and/or deputy)

%
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School No. 1 Eldorado: Leadership Practices

Table | Please Circle the most appropriate number:-1 = Weaat

2 do this in our school. 2 = We are starting to maovehis
direction. 3 = We are making good progress here.\We
have this condition well established. 5 = We arfanirey
our practice in this area

Item | Practices
Number| % %
55& | 1s%
4s 2s

20 Students’ results in the state examinations aréysed and used 16 93.75% | 6.25%
to review practices.

22 Systems are in place which ensure that studentsuggorted in 16 93.75% | 0.00%
their learning

24 All policies are designed with a focus on enhancingproving 16 93.75% | 0.00%
and developing a high quality learning environment

21 Student progress is carefully monitored by all hess 16 87.50% | 6.25%

23 The Code of Behaviour is based on our school'ssetimal values 16 87.50% | 0.00%

12 Teachers are encouraged to engage in professiemalopment 16 81.25% | 0.00%
related to whole-school issues (e.g. SDP, speeiats, pastoral
care etc)

4 Teachers in the same subject departments shargreceso 16 75.00% | 0.00%

18 Year heads or post holders take responsibility High quality 16 75.00% | 6.25%
communication systems between home and school

2 Senior management (principal/deputy) listens tohees’ voices 15 73.33% | 0.00%

11 Teachers are given opportunities for professioreletbpment 15 66.67% | 13.33%
that enhance student learning in their own sulajesa

17 Individual teachers take responsibility for comnuating student 16 62.50% | 12.50%
progress and achievement to parents

5 There are opportunities for teachers to lead eduetactivities 16 56.25% | 6.25%
beyond their own classroom

16 Discussion on the developmental priorities of ttleosl form partf 16 56.25% | 18.75%
of staff meetings every year

28 All teachers are involved in decisions which afféoe whole 16 56.25% | 25.00%
school

10 Every year we strive to improve learning by prisiitg specific 15 53.33% | 20.00%
actions

1 Teachers work together in teams ( e.g. to revieactme, to 16 50.00% | 6.25%
design policies, create new ideas and implemenspla

14 We work together, as a school community, to entheiewe are 16 50.00% | 12.50%
offering the best curricular opportunities for stmdents

7 New ideas about teaching and learning are discuassadbjecf 16 43.75% | 12.50%
department meetings

8 In our subject department we work together to syatecally 16 43.75% | 25.00%
review our work

15 We receive feedback from parenjggind students aktodent 16 43.75% | 31.25%
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27 Opportunities are provided to discuss new classrpoattices 16 43.75% | 25.00%
with colleagues
29 Post holders have a significant role in decisiorinmg 15 40.00% | 13.33%
30 There are structures and systems in place to iavphrents in 15 40.00% | 33.33%
decisions about teaching and learning in the school
26 Teachers are encouraged by senior management tutrgew 16 31.25% | 37.50%
ideas
13 We work with members of the school community, iclohg 15 26.67% | 20.00%
parents, to establish challenging but realistic eetqtions and
standards
25 | Teachers have an opportunity to discuss their psodaal work| 16 18.75% | 50.00%
with senior management on an annual basis
3 Students get an opportunity to make suggestionsitatiwir 16 12.50% | 37.50%
learning (e.g. subject choices, approaches to sreees etc)
6 New ideas about teaching and learning are discuasestaff 16 12.50% | 43.75%
meetings
19 | Teachers are given opportunities to chair meetings 16 12.50% | 43.75%
9 Self reflection on practice is encouraged 16 0.00% | 43.75%
School No.2 Louvain
Questionnaire responses School 2
Please place an X in the box that matches your
perception of leadership in schools
Strongly agree 5 ........ Strongly disagree 1
Perceptions (Louvain)
Q No. Total % %
number | 5s&4s| 2s&1s
2 | All teachers are leaders in their own classroom 39 89.74% | 2.56%
6 The objective of subject departments is to imprteaching| 39 87.18% | 10.26%
and learning
12 | Student learning is enhanced when teachers wosdkheg 39 87.18% | 7.69%
29 | Subject departments should have designated me@atieg 39 87.18% | 5.13%
15 | It is the role of the principal or deputy to ensuteat| 39 84.62% | 5.13%
everybody works together, that the vision for tcbo®l is
shared by everyone
18 | Each teacher has a professional responsibility| to39 84.62% | 5.13%
uphold/promote values such as respect, care and co-
operation in their classroom
19 | Teachers should be given the opportunity to lead ne 39 84.62% | 7.69%
initiatives in the school
21 | Itis the responsibility of school management tewea good 39 84.62% | 5.13%
pastoral care systems are in place
3 Teachers’ influence on students extend beyondlssmom| 39 82.05% | 12.82%
25 | All teachers should be involved in decisions thié¢c the| 39 82.05% | 2.56%

whole school.
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8 Teachers have a more direct influence on studemhiley| 39 79.49% | 7.69%
than the principal

5 Subject departments should have a leader/co-oatinat 39 76.92% | 12.82%

17 | Teachers should be given decision-making respditigbi| 39 74.36% | 7.69%
beyond their own classroom

9 The active support of the principal is essentiaéwchanges 39 69.23% | 20.51%
are being introduced in a subject department

14 | Teachers should plan and review their work togethigin 39 69.23% | 7.69%
colleagues in the same subject departments

16 | Teachers from different subject departments shahidre| 39 69.23% | 10.26%
ideas about teaching and learning

20 | Teachers should exemplify the school ethos andegaln| 39 69.23% | 10.26%
their classroom

11 | All teachers should be given opportunities to eserc 39 64.10% | 7.69%
leadership beyond their classroom

24 | Post holders should be involved in decisions tlffgcathe| 39 64.10% | 7.69%
whole school.

28 | When teachers attend professional development eptingy], 39 64.10% | 10.26%
should share their learning with colleagues

13 | Each teacher should take responsibility for theeagment] 39 61.54% | 12.82%
of all students in their classes.

26 | Analysis, using data as evidence, of student pesgsbould 39 58.97% | 20.51%
be carried out by teachers as part of subject thepat
meetings

30 | Principal and deputy have a significant influencestudent 39 56.41% | 15.38%
learning

7 Subject department co-ordinators play an important39 53.85% | 17.95%
leadership role

10 | School management should ensure that the studécd & 39 53.85% | 2.56%
heard in the decision-making processes of the $choo

27 | Analysis, using data as evidence, of student pesgsbould 39 48.72% | 10.26%
be carried out by Year Heads together with princgedl/or
deputy

4 Post holders influence teaching and learning irsttteol 39 46.15% | 17.95%

22 | The principal or deputy should take responsibilfgr 38 39.47% | 28.95%
communication with parents

1 Educational leadership is the job, primarily, lo¢ tprincipal| 38 31.58% | 36.84%
and deputy

23 | Decisions regarding whole-school policy should edenby] 39 20.51% | 61.54%

management (i.e. principal and/or deputy)
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Please Circle the most appropriate number:-1 = Wead do this in our school2 = W«
are starting to move in this direction3 = We are&imggood progress here4 = We hal
this condition well established5 = We are refinlg practice in this area

Item | Practices (Louvain)
no
Total % %
number | 5s & 2s
4s &1s
23 | The Code of Behaviour is based on our school'ssetimal values 38 71.05% | 10.53%
17 | Individual teachers take responsibility for comnuatting student 39 58.97% | 20.51%
progress and achievement to parents
22 | Systems are in place which ensure that studentsusmgorted i 39 48.72% | 15.38%
their learning
24 | All policies are designed with a focus on enhancingproving 39 43.59% | 20.51%
and developing a high quality learning environment
2 Senior management (principal/deputy) listens tohiees’ voices 39 38.46% | 25.64%
18 | Year heads or post holders take responsibility High quality 39 38.46% | 23.08%
communication systems between home and school
20 | Students’ results in the state examinations aré/ze and used 39 38.46% | 35.90%
to review practices.
21 | Student progress is carefully monitored by all hesis 39 38.46% | 23.08%
11 | Teachers are given opportunities for professiopaktbpment that 37 32.43% | 32.43%
enhance student learning in their own subject area
4 Teachers in the same subject departments shargceso 39 30.77% | 23.08%
12 Teachers are encouraged to engage in professienalapment 39 30.77% | 35.90%
related to whole-school issues (e.g. school devedop planning
special needs, pastoral care etc)
5 There are opportunities for teachers to lead edwuetactivities 39 28.21% | 43.59%
beyond their own classroom
16 Discussion on the developmental priorities of tbleo®l form part 39 28.21% | 48.72%
of staff meetings every year
28 | All teachers are involved in decisions which afféice whole 39 28.21% | 46.15%
school
1 Teachers work together in teams ( e.g. to revieactare, to 39 25.64% | 30.77%
design policies, create new ideas and implemenmispla
10 | Every year we strive to improve learning by prisittg specific 38 21.05% | 60.53%
actions
29 Post holders have a significant role in decisiorkina 39 20.51% | 41.03%
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7 New ideas about teaching and learning are discusseibjectf 39 17.95% | 38.46%
department meetings

8 In our subject department we work together to syateally 39 17.95% | 43.59%
review our work

14 | We work together, as a school community, to entiaewe arg 39 17.95% | 33.33%
offering the best curricular opportunities for stmdents

6 New ideas about teaching and learning are discussestaff 39 15.38% | 69.23%
meetings

26 | Teachers are encouraged by senior management tautrypew 39 15.38% | 43.59%
ideas

27 | Opportunities are provided to discuss new classrgoattices 39 15.38% | 56.41%
with colleagues

9 Self reflection on practice is encouraged 39 12.82% | 61.54%

30 | There are structures and systems in place to isvplrents in 39 12.82% | 48.72%
decisions about teaching and learning in the school

19 | Teachers are given opportunities to chair meetings 39 10.26% | 71.79%

25 | Teachers have an opportunity to discuss their psadeal workl 39 10.26% | 64.10%
with senior management on an annual basis

3 Students get an opportunity to make suggestionsutabwmeir 39 7.69% | 66.67%
learning (e.g. subject choices, approaches to sissed,
homework etc)

13 | We work with members of the school community, iwlihg 39 7.69% | 53.85%
parents, to establish challenging but realistic eefgtions anc
standards

15 We receive feedback from parents and students aftodent 39 5.13% | 69.23%

performance and school programmes

School No.3 Heidelberg

Please place an X in the box that matches your peption of leadership

in schools
Strongly agree 5 ........ Strongly disagree 1
Perceptions (Heidelberg)
Q No. Total % %
number| 5s&4 | 2s&1
S S
2 All teachers are leaders in their own classroom 42 1009-00 0.00%
0
12 Student learning is enhanced when teachers woskheg 42 1009-00 0.00%
(V)
18 Each teacher has a professional responsibilitytmld/promotel 42 97.62% | 2.38%
values such as respect, care and co-operatiogiindassroom
25 All teachers should be involved in decisions thH#ed the 42 95.24% | 4.76%

whole school.
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3 Teachers’ influence on students extend beyondléssmom 42 92.86% | 0.00%

5 Subject departments should have a leader/co-oatinat 42 92.86% | 4.76%

29 Subject departments should have designated medeting 42 90.48% | 7.14%

14 Teachers should plan and review their work togetiveh 42 88.10% | 4.76%
colleagues in the same subject departments

19 Teachers should be given the opportunity to lead indiatives 42 88.10% | 0.00%
in the school

21 It is the responsibility of school management tsusa good 42 88.10% | 0.00%
pastoral care systems are in place

16 Teachers from different subject departments sheblde ideas 42 85.71% | 2.38%
about teaching and learning

20 Teachers should exemplify the school ethos andegai theirf 42 85.71% | 0.00%
classroom

6 The objective of subject departments is to impr@aching and 42 83.33% | 2.38%
learning

8 Teachers have a more direct influence on studantileg than 42 83.33% | 4.76%
the principal

9 The active support of the principal is essentikw changes 42 83.33% | 4.76%
are being introduced in a subject department

11 All teachers should be given opportunities to elserteadership 42 83.33% | 4.76%
beyond their classroom

7 Subject department co-ordinators play an importeatiership 42 80.95% | 11.90%
role

28 When teachers attend professional development esuftsey| 42 80.95% | 7.14%
should share their learning with colleagues

24 Post holders should be involved in decisions tH&tca the 41 78.05% | 14.63%
whole school.

17 Teachers should be given decision-making respditgbi 42 76.19% | 0.00%
beyond their own classroom

10 School management should ensure that the studeoé e 42 73.81% | 11.90%
heard in the decision-making processes of the $choo

13 Each teacher should take responsibility for theleagment off 42 71.43% | 9.52%
all students in their classes.

15 It is the role of the principal or deputy to ensthiat everybody 42 71.43% | 4.76%
works together, that the vision for the school ared by
everyone

26 Analysis, using data as evidence, of student pesgsbould be 42 69.05% | 9.52%
carried out by teachers as part of subject depattmeetings

27 Analysis, using data as evidence, of student pssgsould be 42 59.52% | 19.05%
carried out by Year Heads together with principad/ar deputy

4 Post holders influence teaching and learning irsttieol 42 42.86% | 26.19%

30 Principal and deputy have a significant influenae siudentf 42 42.86% | 9.52%
learning

22 The principal or deputy should take responsibilifgr 42 38.10% | 26.19%
communication with parents

23 Decisions regarding whole-school policy should baden by 42 21.43% | 47.62%
management (i.e. principal and/or deputy)

1 Educational leadership is the job, primarily, loé forincipal and 41 19.51% | 53.66%

deputy
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School No. 3 Heidelberg Practices

Please Circle the most appropriate number:-

1 = We do not do this in our school; 2 = We aretsig to
move in this direction; 3 = We are making good pesg
here; 4 = We have this condition well establisted;We
are refining our practice in this area.

Practices (Heidelberg) Number | % %
5s&4s | 2s&1s

23 The Code of Behaviour is based on our school's sthod 42 95.24% | 2.38%
values

20 Students’ results in the state examinations aryse@d and used 41 87.80% | 0.00%
to review practices.

21 Student progress is carefully monitored by all kess 42 83.33% | 4.76%

22 Systems are in place which ensure that studentsupggorted i~ 42 80.95% | 7.14%
their learning

18 Year heads or post holders take responsibilityhigh quality 42 78.57% | 4.76%
communication systems between home and school

24 All policies are designed with a focus on enhancimproving 42 73.81% | 7.14%
and developing a high quality learning environment

14 We work together, as a school community, to enthatwe are 42 71.43%| 11.90%
offering the best curricular opportunities for atmdents

17 Individual teachers take responsibility for comnuating 41 68.29% | 7.32%
student progress and achievement to parents

10 Every year we strive to improve learning by prigiitg specific 42 61.90%| 16.67%
actions

25 Teachers have an opportunity to discuss their psadeal work| 42 61.90% | 19.05%
with senior management on an annual basis

26 Teachers are encouraged by senior management tauttnyew 42 59.52% | 26.19%
ideas

4 Teachers in the same subject departments shargreceso 42 57.14% | 30.95%

16 Discussion on the developmental priorities of thhos! form 42 52.38% | 19.05%
part of staff meetings every year

5 There are opportunities for teachers to lead eduttactivities 41 48.78% | 26.83%
beyond their own classroom

1 Teachers work together in teams ( e.g. to revieactpre, to| 42 47.62% | 21.43%
design policies, create new ideas and implemenispla

7 New ideas about teaching and learning are discussedbject 42 45.24% | 40.48%
department meetings

11 Teachers are given opportunities for professiomaletbpment 42 45.24% | 33.33%
that enhance student learning in their own sulgjss

8 In our subject department we work together to syatecally 42 40.48% | 40.48%
review our work

9 Self reflection on practice is encouraged 42 40.48% | 26.19%

13 We work with members of the school community, icohg 42 40.48% | 19.05%

parents, to establish challenging but realisticeequtions and

standards
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12 Teachers are encouraged to engage in professiemalopment 42 38.10% | 38.10%
related to whole-school issues (e.g. school devednp
planning, special needs, pastoral care etc)

15 We receive feedback from parents and students atiadent| 41 36.59% | 39.02%
performance and school programmes

2 Senior management (principal/deputy) listens tolees’ voices| 42 35.71% | 40.48%

29 Post holders have a significant role in decisiorking 40 32.50%| 35.00%

30 There are structures and systems in place to isvpérents in 41 29.27% | 34.15%
decisions about teaching and learning in the school

6 New ideas about teaching and learning are discuasesfaff 42 26.19% | 42.86%
meetings

19 Teachers are given opportunities to chair meetings 41 24.39% | 65.85%

3 Students get an opportunity to make suggestionsitatheir 42 23.81% | 50.00%
learning (e.g. subject choices, approaches to e,
learning activities within the classroom, homewahkd the
learning environment)

27 Opportunities are provided to discuss new classrpoaatices| 41 19.51% | 39.02%
with colleagues

28 All teachers are involved in decisions which affdoe whole 41 12.20% | 53.66%

school
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Appendix 10 Abbreviations

AMCSS: Association of Management of Catholic Secondary Schools

CPD: continuing professional development

DES: Department of Education and Science

EPSEN: Education for Persons with Special Educational Needs

ESRI: Economic and Social Research Institute

EWO: Education Welfare Officer

ICT: Information and Communications Technology

JCSP: Junior Certificate School Programme

JMB: Joint Managerial Body (for voluntary secondary schools)

LCA: Leaving Certificate - Applied

LCVP: Leaving Certificate Vocational Programme

LDS: Leadership Development for Schools — an agency of the Department of Education and Science
providing professional development for school leaders

NAPD: National Association of Principals and Deputy Principals

NCCA: National Council for Curriculum and Assessment

NCSE: National Council for Special Education

NEPS: National Educational Psychological Service

NEWB: National Educational Welfare Board

NCSL: National College of School Leadership UK

OECD: Organisation for Economic Co-operation and Development

PGDE: Post Graduate Diploma in Education (the qualification generally accepted for new teachers)
SDPI: School Development Planning Initiative (Post-primary)

SEN: Special Education Needs

TY: Transition Year — a one-year optional programme taken by students, mid-way through their post-
primary education. It is a year free from examination pressure with the emphasis on a school-designed
curriculum which enhances personal, social and vocational development.

WSE: whole-school evaluation

WTE: whole-time equivalent
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