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1 INTRODUCTION

Studies have confirmed the importance of leadershipe functioning of organisations
and there is no denying the fact that worldwidejoadion is a sector that is morally-
grounded and based on values in need of passiarzateg leaders (Hallinger, 2005, p.
1; Drew, 2009, p. 1). As a consequence, the eapens for school leaders have
significantly changed and administrators who wetefiest expected to manage
processes of the school are also being held acmolentfor student academic
performance (Busch, O'Brien & Spangler, 2005, p. ®usch et al. (2005, p. 95) also
hold that school leaders have to have leaderskilfs 40 inspire, encourage, and
empower individuals to perform at their optimumdisvof effectiveness and efficiency.
In recent times, both the positions of school ppalship and teachers have been placed
on enormously increasing challenges. The prinsipe¢ not only expected to act as the
eye of the school in the community as the earligicsms suggested, but they are also
compelled to have adequate knowledge of all faokteducation within the area in
which the school is located and beyond. Academaddes and their colleagues - the
teachers are expected to focus their schools aestuearning needs. (Grogan &
Andrews, 2002, p. 237.)

More so, principals themselves have agreed thgtribed to be more effectively
prepared for their jobs (Hess & Kelly, 2007, p.\B)jith all these responsibilities for the
principal to handle, existing knowledge on how éstdevelop these effective leaders is
not enough (Davis, Darling-Hammond, LaPointe & Mwspa, 2005, p. 1). Levine
(2005, p. 66) has also acknowledged that educdtleadership training programmes
need to address the area of skills and knowledgessary to lead today’s schools, not
as it existed in the past. Traditionally, most eiomal leadership preparation
programmes for aspiring principals could best bgcdebed as preparing them for the
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function of a top-down manager. The knowledge dekessential for the training of
educational leaders has been focused on manageled, such as organizing,
supervising, planning, budgeting, financing, antiestuling, rather than developing
appropriate relationships of caring and commitmemirking in collaboration with the
environments within schools that foster studeatning.Notwithstanding, research has
found that much has changed over the past few dscad there is now increased
awareness among educational providers and profedsithat children have to achieve
at new and higher levels. For this dream to beyfrahlised, training institutions and
programmes should have as a goal quality and tdugeo graduates who can promote
the development of good schools in future. Programsiould address the aspiration of
the kinds of schools they would like to see in fatyGrogan & Andrews, 2002, pp.
238-241.) DeVita (2005, p. 5) has therefore questioif principals today and aspiring
principals are getting the appropriate preparditan is needed to improve teaching and
learning in today’s and future schools.

My motivation for this study stems from a numberrefsons. Coming from
Cameroon where there are no formal principal tregjninstitutions, and while studying
in Finland, | visited a number of schools duringagircum exercises. During these
visits, | noticed so much collaboration, teamwornkd abest educational leadership
practices being exhibited by the tutor principalsese kept my mind pre-occupied as to
whether these aspects were taught to the princighatgng their training or it is a
coincidence that all had to be practicing almosthia same way. During my teacher
training in the University of Buea and also durthg two years period that | served as a
secondary school science teacher, | knew that tliere no formal trainings needed to
become a principal. This knowledge was fixed beealisprincipals and vice principals
in Cameroonian schools ascend their positions gir@uministerial appointment from a
pool of long serving teachers. Since there are arondl training institutions for
principal preparation, the teacher training is aiged in a way that besides the
pedagogical and content courses offered, some baskwool legislation and
administration courses are taught to the teaclmensining as well. From this minimal
background, they are expected to be able to lemddhool and this knowledge usually
is inadequate as reflected by the performance wdesits in end-of-year and public
examinations. Furthermore, while undertaking couosk for this degree programme, |
was intrigued by the fact that there are formatiinons including universities that

train school principals in Finland.
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1.1 Statement of the problem

Literature has indicated that school leaders haveta roles in setting the vision for
schools if they have to be successful. In additoare than ever, today’s schools have
great expectations that principals through theade&rship should improve teaching and
learning. (Davis et al., 2005, pp. 4-5.) SteyA0& p. 891) highlighted the fact that
leadership training programmes are essential ippteparation of school leaders if high
achievement of learners is expected.

However, according to Levine (2005, p. 23), thericuta of leadership
preparation programmes are deficient in considetivg real needs of principals in
training. Simieou, Decman, Grigsby and Schumackei(, p. 2) pointed out that the
few training programmes that exist in the USA amually based on theoretical
classroom knowledge rather than practical fieldegdgmce. They also maintain that lack
of practical training may result in graduates legdoy trial and error througimne early
years of their career and only by so doing cou&d/the able to acquire the experience
that is needed to function effectively.

In Finland, because there are many training prosiddfering quite different
types of training programmes (as there are differeategories of leadership
programmes), practically there is no external assest of the effectiveness of these
programmes they offer that have been documentdth$dm, 2007, p. 6). Moreover,
university-level principal education is a relativeécent phenomenon in Finland and for
a long time, qualification training was providedtive form of short-term training giving
competence just to perform the administrative taskschools (Ministry of Education,
Finland, 2007, p. 48). This was what transpirettrigp to the year 1998, after this time,
the 25ECTS principal preparation programme wastutstl which provides eligibility
for principalship supported by law (Asetus opetistn henkiloston
kelpoisuusvaatimuksista 1998). This programme adeie more issues as students are
trained in aspects of leadership, educational adimation and legislation combined
with a practical field work in the areas of bothdership and management.

The educational system in Finland is so decenéaliand while there are national
requirements for selecting principals, municipaltialso have the power to set the
criteria for choosing whether their school prinétgpaghould practice managerial or
pedagogical leadership. Due to the decentralisedatnal system, it is possible that
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leadership practices may vary from one municipdbtyanother. (Hargreaves, Halasz &
Pont, 2007, pp. 19-20.)

Hargreaves et al. (2007, p. 23) indicated thatrtdpam the systemic problems
above, Finnish principals also face challengesnofeased overload, lack of proper
motivation (insufficient incentives), and inadequdtadership training. There is also
little or no networking between the different traigp providers since not only one
agency provides training (Ministry of Educationnleind, 2007, p. 45).

Against this backdrop, and because there is nesic data or indication of the
applicability of training on the candidates’ praes in schools in Finland (Varri &
Alava, 2005, p. 12), this present study addredsesdsearch gaps by investigating the
influence of leadership preparation programmes caduptes as principals’ self-
assessed leadership practices, and suggests howgsacould be improved for current

and future principals.

1.2 Significance of the study

This study is useful in the field of education nrat it builds upon the available body of
knowledge relating to the effect of training onngipals’ leadership practices. It

focuses on the Finnish school system with its umigharacteristics and challenges.
Hence, it is my hope that the literature generatatirecommendations put forward will
offer a base for the improvement of educationatiéeship preparation for all training

providers in Finland.

Also, it could be of interest to the Finnish Na&brBoard of Education or the
different leadership training providers to know heéheir graduates practise in their
various schools and this knowledge could also gthdeecruitment of candidates, what
the curriculum should address, how the programnoeldhbe designed, in an effort to
provide continuous professional growth to princgp@lochan & Locke, 2009, p. 500).

In addition, knowing the extent of applicability whining on the practices of the
graduates may narrow the gap between theory amtiggaand this will go a long way
to promote the knowledge of future positive schoahsformations by the well trained
educational leaders (Anast-May, Buckner & Geer,12@1 3).

Moreover, since very little literature exists thiak principals’ training to their
practices in Finland (Johnson, 2007, p. 6) and dsoause there exists limited
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knowledge of educational administration in the tletioal sense of it in the Finnish
context (Varri & Alava 2005, pp. 17-18), this stuapuld stimulate further research on
leadership preparation in Finland.

It is true that this study would not have beerisga to conduct in my home
country, Cameroon as principals do not acquirefaryal training and this would have
been something alien to them. Nevertheless, idirfgs will also be welcomed back
there by the Ministry of Higher Education sincestlis the body responsible for the

training of teachers from a pool of which princgpale appointed.

1.3 Organization of the thesis

This thesis is systematically structured and omgohinto seven chapters. Chapter one
gives a general introduction of the study. It digghlights the reasons that prompted my
interest to explore the applicability of training the leadership practices of principals.
The chapter ends with the rationale behind my ua#erg this research work and the
significance of the study. Chapter two providesdgbegraphical context of the research
in the form of a brief introduction of Finland, &sps including teacher training,
principal’s position as well as the selection ahpipals in Finland are described. The
theoretical framework of the study is presentedchapter three and it focused on
educational leadership. Major concepts around dipéc tof the research such as the
definition of leadership, some motivational thesrithat a leader could employ in
his/her leadership and leadership styles have biesmussed. Other aspects such as
practices of effective leaders, leadership roles@mactices of principals are extensively
explored. Chapter four covers the review of exgstiterature on principals’ training. In
this chapter are also presented the definitionth@fconcept of training, definition of
practice and challenges in the sustainability afppr educational practices faced by
principals and needed professional developmentiotipals are mentioned. Next are
discussed the content of leadership training progras as well as features of effective
educational leadership training programmes. Theptelnaends with the sub-topic on
evaluation of a leadership training programme. @rafive on methods focuses on the
objectives of the study and research questiongefgarch paradigm used for this study
and reasons of the use of this paradigm (case )stlitlg selection of participants and

procedures employed in collecting, analyzing andcessing data are explained.
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Chapter six presents the findings and discussidme Thapter opens with the
demographic characteristics of the schools visitadl respondents interviewed.
Outcomes of the study with respect to the four aege questions which were
formulated as the main themes are presented aodsdisd with particular links made to
the theoretical framework of the study and literateview. The conclusions of the
study accompanied by a concept map, the reviewmeofésearch process are presented
in chapter seven. Some recommendations and suggegtr future research are also

given at the end of this chapter.
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2 CONTEXT OF THE RESEARCH

Since this study is conducted in Finland, it s@fficto mention something about
education in Finland. Of most importance to thiglgtand to the practice of educational
leadership is the nation’s current level of edwratiThis is further made easy to assess
by considering the excellent results of Finnishdstus in the Programme for
International Students’ Assessment (PISA) studiésland has been able to achieve
and maintain this high level of performance for esaV reasons, but only a few
pertaining to teacher and principal training wi# discussed in appropriate sections
later in this study.

2.1 A brief introduction of Finland

Worldwide, this nation is known for her outstandipgrformance in the PISA as
mentioned above. PISA is jointly developed by theyadisation for Economic Co-
operation and Development (OECD) and member camtthrough the OECD’s
Directorate for Education: PISA assesses the paence of children who are 15years
old in three subject areas; mathematics, sciendaeading ability. It seeks to find out
the extent to which students have gained knowlexige skills deemed necessary for
their full integrations into the society and howesk skills vary with time. (OECD,
2007.) The review is conducted every three yeatsFanland has taken part in all four
PISA cycles, in 2000, in 2003, in 2006 and, latast,2009. The outstanding
performance of Finnish students on three successsessments has been a great joy
but at the same time a somewhat puzzling experiena# those key players (primarily

the principals) in education in Finland. (Valijarz005, p. 31.)
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Finland’s ascent into this top position of edumadil performance was inevitable,
it was a combined benefit of a set of deliberatebde and thoughtfully implemented
policy decisions that have been upheld over a gesioclose to four decades now as
well as of factors inherent to the country’s cudtwf education and history (OECD,
2010, p. 129). In comparison with other educatigsteams that aim for good results,
Finland’s high achievement seems to be attributedhke whole network of interrelated
factors (from high teacher quality, principal pregieon and importance attached to
education to name but a few) put together to predhe high level of results recorded
in PISA (Valijarvi & Linnakyld, 2002, p. 46).

Geographically, the Republic of Finland is locatedhe Fennoscandian region of
Northern Europe. It is bounded in the West by Swede the East by Norway and
Russia while across the Gulf of Finland lies Esdoitihas a population density of about
5.3 Million inhabitants and land surface area 08,880km sg. The population density
Is 17 per sq. kilometres with Helsinki as the calpaity. (Alava, 2007, p. 5.) There are
other cosmopolitan cities like Kuopio, Tampere, KiyrLahti, Oulu and Jyvaskyla.
Finland is often described as a country of ‘foimsd lakes’ with approximately 70% of
the country covered by forest mainly of birch, ggruand pine. Some 10% of the
country is occupied by water bodies where theread@ut 187, 888 large lakes and
many wetlands. Finland is officially a bilingualwdry with both the Finnish language
(93%) and the Swedish (6%) being spoken. The S#eals are also spoken in Sami
areas around Lapland. Evangelical-Lutheran (86%bXhe main religion, though
orthodox (1%) and others (12%) are also practi¢®gmington & Dunford, 2009, pp.
16-63.)

Economically, income is mainly generated from smsi (60%), industry and
construction (35%), and agriculture and forestr§6)5Germany, Sweden, the United
States, the United Kingdom, Russia and the Nethésleare Finland’s main trading
partners. In 2002, science degrees (natural s@emsathematics and computers, and
engineering) accounted for 32.2% of all Bacheldegrees awarded, while in 2003 it
was estimated that 88% of the tertiary age popuiatvere enrolled in some type of
higher education program; 80% for men and 96% fomen. There is complete
separation of powers in Finland. The presidenttaedgovernment (prime minister and
the different ministers), the parliament and thdependent courts of law exercised
governmental, legislative and judicial powers respely. Women are fairly

represented in both the executive and legislatraadhes of government holding about
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42.5% (85 seats as of April 2011) of the seatshan 200-member parliament and 9
women served in the 20 cabinet members after M&fcR011 elections. Women also
hold top leadership positions; where the first flsraresident served from March', 1
2000 to March T 2012 (Inter-Parliamentary Union, 2012; Finnish &mment, 2012;
Ministry of Justice, Finland, 1999).

2.2 Teacher training in Finland

Teacher quality and teaching are core aspectsntdiriel’s educational success (OECD,
2010, p. 124). Finland has been able to make tegdhe prime and most enviable
career path among graduating Finns by a combinatioaising the entry qualification
into the profession and allowing teachers mordudé and autonomy, the trust this
profession enjoys from parents and wider commuaniky the control teachers have over
their classrooms (OECD, 2010, p. 129; Valijarvip20p. 47). As a result, teaching has
become a highly selective and competitive occupatio Finland, bringing together
highly-skilled well trained teachers holding mastedegrees spread throughout the
country. The quality of the teaching force thereftg much likely the major element
that accounts for the excellent level of consistaeitievement through all of Finnish
schools. Until recently, Finland did not pay a kedtention in recruiting, training, and
on-going professional development of principalsveai the situation, it is hard to
believe that schools in Finland could perform & thgh level without solid educational
leadership, also considering the degree of autortbatyFinnish schools enjoy. (OECD,
2010, p. 129.)

In Finland, subject teachers are normally traimethe universities and they teach
in the secondary schools upon graduation. In théy é®70s, the training for the
teachers of the primary schools was also transfdaé¢he university as well and that of
the kindergarten teachers followed suits in thevensity in the mid 1990s. All teachers
both in the polytechnics and universities havertheisic and further trainings at the
universities. The law on the degrees that the usities offer have a separate section
that addresses the teacher education programmettiet universities are allowed to
provide, they could be operating at the departroeiféculty level. For candidates to be
eligible to pursue teacher training, they are reglio first take the Bachelor's degree

of 180 ECTS covering a study period of three yaad a Master’s degree of 120 ECTS
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done in two years in their major subjects. (Thed&r&nion of Education in Finland,
2008, p. 3.) Before assuming the position of a qgyoa, the candidate must have
appropriate teacher training for the level of ediwcaand a master’'s degree as a rule
(see Table 1) (Johnson, 2007, p. 5).

Table 1.Teacher and school leader qualifications, creditsvaorking area. (Johnson,
2007, p. 5).

Quialification Degree ECTS credits Working area
(yrs)
Pre-school Bachelor of Arts 180 Pre-school (age 6)
teachers (3 yrs)
Classroom Master of Education 300 A classroom teacher and
teachers (5yrs) as a pre-school teacher.
(Primary level) Qualified to teach grades

1-6, possible also in
some cases to teach

grades 7-9)
Subject teachers | Master of Arts, Master 300 Qualified to teach the
(Primary and of Science (Master of (5yrs) subject in question in
Secondary level) | Education) and comprehensive school
teachers” pedagogical (usually grades 7-9/ or
studies 1-9) (Upper secondary,
age 17-19 yrs)
Special education) Master's degree in 300 A special education
teachers education or special (5 yrs) teacher in
education comprehensive school
School leader Teacher’'s +25 According to the
(Headmaster, gualification (administrative teachers’ qualification

Principal) studies)

2.3 Principal position in Finland

Taipale (2000) as cited in Varri and Alava (2005,6) indicated that the official
position of the principal in the comprehensive stheas founded not too long ago. It
was as a result of uniting the parallel school ®imthe 1970s and this merging caused
a combined position for the teachers and therealsasthe issue of status in the ranks
of the school heads to be addressed. In 1978, afttong debate, the principal
agreement was finally reached. The status of thecipal was confirmed in the

comprehensive schools and the upper secondary Ischab it still left some little
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teaching duties for the principals to perform. Belool law reform in 1999 was geared
towards quality and accountability and it includedny corrections from the legislation
of the past. Two of these were that the roles drel responsibilities of training
providers were to be stronger and the positiornefgrincipal saw a shift from that of a
‘civil servant’ of the 1970s to a leader highly aaantable for all results at school.
(Alava, 2007, p. 23.)

2.4  Principal selection in Finland

There has been a very long tradition of local goaace in Finland. The governing
units are the municipalities and at the beginnihg@il, there were 336 municipalities
down from 432, this marked reduction was as a redgusmaller municipalities being
merged to form stronger and larger ones in termspapulation and financial
sustainability (Association of Finnish Local andgieal Authorities, 2011, p. 18). In
2005, an average of 12,000 inhabitants constitatetunicipality but there were ones
that were far smaller as well as those that werg kagge. In practice, what pertains is
that all municipalities have an educational comeaitand this is the decision making
organ in the domain of education in Finland. Tredycation administration is also part
of the municipal organisation and this includes thaitical decision makers, the
administrators and also the processes involvedo,(Attkdnen & Sahlberg, 2006,
p.103.) However, it is worth noting that followitige legislation of 1983, almost each
municipality now has a superintendent who is thieador of educational affairs (Alava,
2007, p. 17). In some cases, this position is ntkvgén another position. For instance,
17.6% of superintendents also hold the positiocuétsiral managers and 16.2% of them
also perform teaching functions in schools (Kare&iRisku, 2009, p. 118).

In his thesis, Tihverdinen (2009, p. 15) indicatbdt there are four different
functions of the municipal organization which aree tpolitical, the economic, the
governance and the service processes. Equallythirselection of principals, the
processes that are heavily involved are of thetipali and the governance.
Notwithstanding, the selection of principals alsife@s the economic and service
domains. Since legislation has given the executieeision making right to the
municipal councils in the selection of principalsey have kept the selection processes
local. Firstly, the basis on which applicants aetested is on three qualities: their
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abilities, skills and citizenship. Once there isacancy in the principal position, the
municipality advertises and stipulates appropridgg¢adlines for applicants to submit
their applications. This duty of selection is naindled only by a single administrator
but there is also the notion of voting. Usuallyles&on is based on majority votes and
this is guided by legislation based on the threeeamentioned properties. Secondly, an
aspirant for the post of principal would have sgsteally completed studies as a teacher
as this is a minimum criterion and he/she must destnate an appropriate level of
language proficiency. There must be no discrimorafigainst age, sexual orientation,
ethnic group of origin or health. These constitthe main requirements for the
selection of a school principal in most municipa$tin Finland. (Tihverainen, 2009, p.
22.)

In actual fact, the formal qualification emphasities teacher degree, a master’'s
degree, qualification of teaching at that particslehool level and lastly adequate years
of teaching experience. Some knowledge in admatistr issues in the school is also
needed. Awareness in educational management ager$bap is of importance. (Varri,
2006, p. 4). Qualification can be gained in two sagither by attaining the certificate
in educational administration (12 ECTS creditspgrcompleting university studies in
educational administration (25 ECTS credits). &lso possible to take the examination
for the certificate in educational administratioither directly or by first completing
preparation studies for it. (Ministry of Educati&mland, 2007, p. 46.) In addition to
that, there are other studies and programmes émabe found substitutive or beneficial
in appointing the principal (Varri & Alava, 2005, §).
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3 EDUCATIONAL LEADERSHIP

This part constitutes the theoretical frameworkhi$ study, and provides the structure
and the frame of the study. It is unimaginable daduct any research study without a
theoretical framework (Merriam, 1998, p. 45). Thieoretical framework has been

developed and it begins with definitions of key cepts like leadership. These are
followed by some motivational theories for schogdders, and then leadership styles
are indicated. The chapter closes with introdugoge leadership roles and tasks of
principals, and also the challenges in educatidealdership have equally been

enumerated with particular attention given to actahility in education.

3.1 Definitions of leadership

Keith (2008, p.18) posits that it is often difficub define and evaluate leadership.
However, one definition holds that leadership igarded as being able to work in
collaboration with others in a team to create a romm goal for the organization,
building a strategy to implement, and motivate th® join in working towards

achieving these goals (Hallinger & Snidvongs, 2008.12). Another definition sees
“leadership as a process whereby an individuauarftes a group of individuals to
achieve a common goal” (Northouse, 2010, p. 3).

According to Northouse (2010, p. 2), there are ynaays that authors have
conceptualised leadership, some definitions vieadéeship as “the focus of group
processes”, taking this definition into perspectitlee leader is at the centre of the
group. In addition, some other sets of definitisee leadership as a personality
perspective, suggesting that leadership is a ¢mleof traits that some individuals

possess that make them good leaders. More to theealsome definitions view
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leadership as a transformational process, andritng sees leadership as one where the
leader moves followers to accomplish more thandeded from them. (Northouse,
2010, p. 2.)

Considering the trait theories, in the first plaitels assumed that leaders were
born to be great leaders. Although much researchasaducted to confirm the above
assumption, no concrete findings were put forwardupport these claims with respect
to what particular trait continuously got linked gweat leadership. This could be
explained by the fact that a personality traitaschto change but research has supported
that leadership is a skill that can be learned iamatoved. (Elearn, 2007, p. 16.) A
second consideration to defining leadership waatsmpt to find out what successful
leaders do and not how they look, trying to detesmihe behaviour of leaders that
helped to increase organizational effectivenesse Well known and researched
Michigan and Ohio studies were some of the rese#nah used this approach to
defining leadership. (Horner, 2003, p. 28.)

Furthermore, and in this same line of thought viigswiidening of the managerial
concerns to cater for both the people-orientedthadrganizational-oriented tasks. To
take this research a little further, Blake and Mou{1964) designed a two-factor
managerial grid that was similar to the Michigard &@hio studies. This grid was
labelled "concern for people” and "concern for tadkased on the frequency of each
orientation exhibited by the leader, he/she is gdaalong each of the continua. Lower
scores indicate a reduced concern while higherescogpresent higher concerns. The
Blake and Mouton’s Grid postulated five differemyles, described as Impoverished,
Country Club, Task, Middle-of-the-Road, and Teand bbcated them in four quadrants
(see Figure 1). Based on this grid, ‘team managénsethe most desirable behaviour
with the best concern for people and productions Bpproach was solely descriptive
and it was not certain a leader would behave in shene way given varying
circumstances. A third approach was later adomietefine leadership that dealt with a
combination of the trait, the behaviour and theatibn that presents itself to the leader.
This was called the contingency theory and theribesobuilt the assumption that the
influence of one of the three variables listed a&waere contingent to the other two.
(Horner, 2003, pp. 27-28.)
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Figure 1. The Blake and Mouton’s managerial gritkaflership(DuBrin, 2002, p. 29)

Educational leadership on the other hand is a beygd concept. In this study, the
concept is limited to who an effective educatiolegder is and what he/she does to
promote student learning. In the views of O’NetidaBottoms (2001, pp. 7-16), an
exemplary educational leader is one who has a guoadtery of the school and
classroom situations and contributes enormousstudent learning. He/she is one who
has figured out how to work effectively with teachend also provides the needed
support for staff to function properly. As thistle case, a recent study (Hogan et al.,
2007, p. 15) on educational leadership lays empl@sithe need for leadership to pay
greater attention on the quality of learning aslwasl the range of distinctive human
characteristics necessary in today’s educationatldes. Southworth (2004, p. 4)

therefore thinks that learner-centred leadershipulsh also be advocated. For this
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author, successful learning-centred leaders kedp dpte with curricular developments
and assessment needs, are in pace with pedagogaaje, focus tirelessly on student
learning, support teaching, build and maintain paiive professional relationships and

aim to build trust, teamwork and collaborationhe school.

3.2 Motivational theories

The concept and theory of motivation have been naigtussed topics in management,
leadership and supervisory circles for decadesthimrge remain complex and elusive.
No matter what level of the management/leadersddddr a person is on, the issues of
motivation he/she will probably be most concernethwhould be how to apply these
theories of motivation to the job to spur up stafigreater efficiency. There have been
many definitions put forward for the concept of mation. (Mackay, Duncan &
Wilmshurst, 2007, p. 20.) It derives from the Latword “moveré&; which means to
moveé but just this plain definition in contemporaryage is going to be considered too
narrow and not enough (Mbua, 2003, p. 302). Manmyndi®ns have therefore been
advanced to attempt a fuller meaning of the womake @uch definition views motivation
as a deliberate or intentional action taken by peeson (could be a leader) to cause
another (a follower) to direct his/her actions todgathe achievement of a particular
goal. (Mackay et al., 2007, p. 21.)

Motivational theories aim to predict behaviour, mation in itself is not
behaviour and definitely not performance. Howevwaagtivation concerns action, and
the implicit and explicit moves that can influenaeperson’s choice of action. The
leader has so many choices to make in trying toentce the actions of his followers;
using positive reinforcement, coercion, resortiogreat people fairly, satisfying needs
of staff, setting goals which are work-related,ragfing job allocations and basing
rewards on performance. These strategies abovpreseribed because usually a gap
exists between the staff's actual state and soate slesired by the leader and when
leaders apply these strategies, they seek to readdatgap. Motivation is therefore seen
as a means of reducing and manipulating this gajewifluencing people in a specific
way towards a specific direction stated by the wattr. (Mackay et al., 2007, p. 21.)
Figure Zillustrates three main models of motivation whick alassified more or less
according to their historical emergence by Mackayle (2007, pp. 21-22) and they
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haveusedMaslow’s hierarchy of needs theory to explain hbey view leadershiand
motivation and what a leader can do to motivatéodadrs The rational-economic
modelviews motivation as linked to management, and ssiggthat basically people are
motivated by their own financial and material gawsile thesocial modelconsiders
motivation as influenced by human relations. It gegls that people at work are
motivated by recognition, sense of belonging araadantegration they enjoy. Theelf-
actualising modebwes a great deal to the behavioural sciencesardions on the
premise that human beings have an in-born neadftlb their potentials.

However, someone’s potential is a very personaleisshich is determined by
his/her personality. These models could be of oseelp leaders to understand the
psychological make-up of people in their organmati (Mackay et al., 2007, p. 22.)
This study is limited to Maslow’s hierarchy of nedtieory to explain how educational
leaders can motivate their staff and students ghdri student learning and improved

school performance.

Self- Actualisation needs 4

To self-fulfilment:
achieving one’s full
potential achieving one’s
plans and challenges
mastering one’s own life.
Self-esteem needs

Self- actualization

model

To value self; self image, achievement,
competence. Professional recognition.

gain power and prestige

Social needs

Social model

To belong to a group: love, affection,

belongingness. establish human relations

Safety needs

To protect self: free from fear. employment

Physiological needs

Rational-economic

maodel

To preserve life: food. water. shelter. rest.

&
Figure 2. Three main models of motivation arisirgr Maslow’s needs hierarchy.
(Mackay et al., 2007, p. 22).
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3.3 Leadership styles

Great educational leaders are those who demonstrea@ge of useful attributes and
behaviours for the school. These behaviours carergy be classified as their
leadership styles, many of which have been destiib¢he literature. The old idea of
leadership which emphasises a strict division ohagament and output is no longer
valid in the current school system. Schools inftitare therefore need a different kind
of educational leadership, one that the leadeblis ® practice in varied styles. (Ryan,
2008, p. 6.) A number of leadership styles appat@rfor schools such as visionary
leadership, shared leadership, change leaderdfaipsatctional and transformational
leadership, ethical and authentic leadership (Gamadams & McCormack, 2009, p.
11), have been identified and described below.

3.3.1 Visionary leadership

The visionary style of educational leadership ofa@n the notion of driving people

towards a shared purpose of success. Leaders wbassthis style build a connection

with their staff towards a shared dream. They floeeeinspire them to embark on the

journey to get there one day. In the context cfiteess, visioning is at its best when
there is a need for a switch of direction or whieis the starting point of the business.
Leaders who practice this style of leadership #encseen to share their thought about
the future and think beyond the current problemBeg¢y try to convey thought through

effective communication at all levels of the orgation for staff to understand and buy
in. The visionary leader then acts as a model daca&te how others should behave for
this vision to be reached, and set the pace r#therallow for the pace to be set. (Ryan,
2008, p. 7.)

3.3.2 Shared leadership

This style of leadership has been named differeiyy different authors. Some
synonyms are participative leadership, collaboeatdistributive, democratic leadership
and leadership of trust. Hale and Moorman (200313).insist that good educational

leadership is one that is shared. Since the pmamipf today’s schools face the
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expectation of high accountability and efficiency mentioned above, they cannot
practice the managerial functions of controllingdaaommanding all the time, it is
imperative for them to include the teachers to lieaareas also outside the classroom.
Democratic leaders build commitment by participatiand encouraging all to
value and respect the input of others. These Isaaler highly empathetic and do not
rush to conclusions too quickly. They are of thewection that everyone has an opinion
that counts and should be heard. They are gooehéss, ask for people’s views and
mediate the different opinions effectively while cearaging collaboration and
teamwork. They equally allow themselves open teraditive suggestions. This style
comes in handy in a situation that a consensus le tcreated among widely differing
views. A shared leadership style works best wittioviary leadership, because when
people share the same goal, it gets easier to.afineemain limitation of this style of
leadership is that much organizational time getsumed in the process of arriving at a
consensus owing to the amount of concerting, dgons and debate that precede
action. However, great commitment exists once #wsibn is finally arrived at. (Ryan,
2008, p. 9.) It therefore depends on the leadefmdothe style that fits the situation in
question and stick with that as they will feel manfortable since they have made
their staff know what to expect from them and dtsist that the staff will do their own

fair share of the work without needing any coerdibid, p. 12).

3.3.3 Change leadership

Generally speaking, the rate of change we see timdagganizations is more rapid than

ever before. Great changes are happening at a fasteand this pace has influenced
employees in organizations to create a new psygraablink between themselves and

their organizations to meet up with these chanfyeshe domain of education, some

visionaries and futurists have warned that scha@old the leaders thereof need to
change, otherwise schools will not be able to mefzeir students for the world which

they will be entering. (Verra, 2009, p. 17) Evhough change is part of life in general,
we age, society changes, cultures change, peaplgoaresistant to adapt and evolve to
the new situation for fear that they might be irqadse for the new demands (ibid, p.
23).
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Far too many organizations will fail to navigateitiselves safely when change is
eminent for the survival of the organization, orraid make the transition fast enough or
cleverly enough to be successful in a changing dvoffosdick in Ryan (2008, p. 57)
mentioned, “The world is moving so fast these déwd the man who says it can't be
done is generally interrupted by someone doinglit'this light, we cannot ignore the
role of the leader in skilfully leading change tbe survival of his/her organization.

Change involves leadership to make a differendeleatlers without exceptions
are required to have this skill as an integral patheir competences (National Council
for Curriculum and Assessment, 2008, p. 14). Induek, Kotter (1996, p. 60) based
the example on his experience while working on geamitiatives with several
organizations. He puts this forward through an teggage change framework and this
framework has successfully been used in many chsaibiggtions in organizations. The
stages are: developing a sense of urgency, creaingpalition, visioning and
strategising, communication of vision, empowerirgpple for action, accomplishing
tasks piece meal, creating even more change aalllyfigetting the changes embedded
into the culture of the organization. Leaders néedonsider all the above before

embarking on the long journey of change and innomat

3.3.4 Transactional and transformational leadership

The essence of leadership lies in the interactietwéen the leader and his/her
followers. The interaction can take principally twoain forms: transactional and
transformational. While on the one hand, transaaliteadership is exchange between
leader and followers that can have economic, palitor psychological impacts, the
exchanges between the leader and followers ardyfiomsed on striking a deal and
relations do not go beyond this level.

On the other hand, transformational leadershiprie that the leader and the
followers elevate each other to greater levelsabievement, personality, motivation
and morality. (Bass & Avolio, 1994, pp. 553-5540nkarily, the main influence of
transformational leadership has been measured &y &ad Avolio (1994, p. 552). They
developed an instrument known as the Multi-facteadership Questionnaire (MLQ) to

ascertain this influence and came up with theirdas¥ls explained below.
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Idealized influence or charismia explained with respect to the reaction of the
followers to the leader and equally as leaders'abetur towards the followers.
Followers associate with these kinds of leaderscapy from them. These leaders have
gained much trust from their followers and are ader®d as having advanced a realistic
mission and vision for the institution. They arellwespected, enjoy a great deal of
referent power, set and maintain high standards @htllenging and stimulating goals
for their followers.

Inspirational motivationcould also be part of the idealized influence tyge
leadership; it depends on the extent to which ¥edis would like to associate with the
leader. The leader seeks to provide symbols whiehadequate emotional appeals to
foster awareness and improve understanding of goaisally desired. He/she is known
to uplift followers’ expectations.

Intellectual stimulationis the practice where leaders encourage followers t
guestion their former ways of leadership. Followars also encouraged to question
their own values and beliefs, as well as thosehefdrganization. Followers here are
challenged to thinlon their own, face challenges, and figure out imtive ways to
self-development.

Individualized consideratiortakes place when the leader treats fallowers
differently but equally, mostly on an individualdis In followers’ interaction with
leaders, their needs are not only recognised kit tbols of effectively addressing
goals and challenges are sharpened. With thisdimdnsideration, assignments given

out to followers are to provide learning opportiest

3.3.5 Authentic and ethical leadership

Since the 1960s, a number of definitions of auticdaaidership have been described by
different authors (Gardner, Cogliser, Davis & Dicke 2011, p. 1123). Though the
different definitions of authentic leadership difi@ some respects, they tend to have
some similarities. Two definitions which are peetm to the topic of this thesis are
considered here.

Bhindi and Duignan (1997, p. 206) argue that lestuipris authentic to the extent
to which it is ethical, sincere, genuine and, tuesthy in action and interaction.
Authentic leadership draws heavily on ethical, $farmational leadership, stewardship,
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and leadership of spirituality. Authentic leaderse those who stand for honesty and
integrity in their organizations and daily inteliaas. Leadership is also authentic if it
constantly searches for the transformation of #lé iato a higher ethical and moral

standing. This kind of leadership is non-dependgain the position, status or authority
of the leader but on what is recognised, credibl® @f integrity over a period of time.

More recently, Whitehead (2009, p. 850) defined dathentic leader as one who is
self-aware, humble, always seeking improvement,rawé those being led and looks
out for the welfare of others; fosters high degreesrust by building an ethical and

moral framework, and is committed to organizatiosatcess within the construct of
social values.” In short, authentic leaders makehr words with values and actions.

Followers also bear witness to the extent to whhelr leader is authentic.

3.4 Practices of effective leaders

In the past, significant research was conductedrawiggwed to isolate the effects of
leadership practices on school effectiveness amtbrpgance and to identify those
practices that are most efficacious (Leithwood &tda 2008, p. 507). Such research
analyses have yielded similar conclusions: thatgipal leadership practices contribute
significantly to school effectiveness and perforgemut primarily indirectly through
the teacher and organizational conditions. Muckthefresearch has mostly been based
on the leadership practices of how principals distaba focus and vision, address
organizational conditions, and develop the capatfitythers to be effective in teaching
and fostering student learning. (Orr, 2010, p. 5.)

While conducting research that spans more thantywasars on the leadership
practices and skills common to effective leadersliiferent professions, Kouzes and
Posner (2007, p. 14) claimed that leadership isassemblage of behaviours and
practices and not a position. Through this landnsaukly, they identified five practices
and 10 corresponding commitments of effective leadeee Table 2). These practices
which include modelling the way, inspiring a shakesion, challenging the process,
enabling others to act, and encouraging the heartiescribed below with reference to

the practices of school principals.
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Table 2. The five practices and 10 commitmentseaidérship. (Kouzes & Posner
(2007, p. 26).

Ten Commitments of Leadership

Practices Commitments

1 | Find your voice by clarifying your personal values.

Model the Way

[ ]

Set the example by aligning actions with shared values.

Envision the future by imagining exciting and enabling
3 | possibilities.

Inspire a Shared Vision Enlist others in a common vision by appealing to shared
4 | aspirations.

Search for opportunities by seeking innovative ways to
5 | change, grow, and improve.

Challenge the Process Experiment and take risks by constantly generating
6 | small wins and learning from mistakes.

Foster collaboration by promoting cooperative goals and

/| building trust.
Enable Others to Act

8 | Strengthen others by sharing power and discretion.

Recognize confributions by showing appreciation for
9 | individual excellence.

Encourage the Heart Regularly celebrate the values and victories by creating
10 | a spirit of community.

3.4.1 Model the way

In modelling the way, leaders are the first tolgading by example. They set examples
and live by the rules they advocate by matchingdsowith actions and building
commitment as they perform their daily leadersthufes hence laying the ground for
progress to be attained in the organization. Initesidto matching their words with
action, effective leaders implement programmesxoékence, install a working culture
in which people are loyal and also take pride mwork of the organization. Effective
leaders strongly know that consistency in words aations are very vital for their
credibility to be built and maintained. They themref do all these by employing their
leadership philosophies. At the level of the schppfincipals who model the way show

great commitment to their school’s vision and godlsey are therefore visibly present
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in their schools, pay attention to teachers andestts and strive to meet their needs.
Such actions convey to the staff and studentsthiegt are interested in what goes on in
the classrooms. (Kouzes & Posner, 2007, pp. 1%16eill & Bottoms, 2001, p. 11.)

3.4.2 Inspire the shared vision or dream

Effective leaders are committed to developing arstefring a shared future among all
stakeholders in their organizations. They achié¥g by painting the whole picture of
their dream for their followers to see and emulattead of releasing only patches of
the entire vision. By so doing they effectively aommicate and encourage their
colleagues to envision where they would like tarbtuture. Effective leaders hold that
they can make a great difference in their orgaaizand this process usually begins when they
express their passion, concern, inspiration, fgeland desire that the task is worth
investing resources in. They instill the visiontheir followers with a very positive
roadmap, thus generating a lot of enthusiasm aniteexent. (Kouzes & Posner, 2007,
pp. 16-18.)

In the educational domain, Balcerek (1999, p. 24gdommends that school
principals could employ their leadership practiaed skills to inspire stakeholders (i.e.
administrators, educators, staff, students, parersimunity members), committing
them to the goals and dreams he/she has for tleolsm the years to come, while at
the same time, “connecting school goals with irdemotivators” thereby “energizing
and positively harnessing a wide variety of ematloresources embodied” in the
members of the school community. Effective scheablers have also learnt properly to
use the tool of effective and open communicatibig they use to get all involved and
make parents and community partners of the sclooahdlerstand that the school cannot
do it all alone (O’Neill & Bottoms, 2001, p. 11).

3.4.3 Challenge the process

Challenging the process is a way of life for leadatho want to succeed. They are
proactive and they actively search for chancesipgrade and innovation as they do not

want to maintain the status quo. They thereforecarake new ideas and always seek to
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convert their ideas to get a novel product in tregkat, service or piece of legislation
implemented. They therefore conduct a number alstthrough pilot experiments most
of which often fail but they learn from their mik&s and do not shift blames to others.
Some of these failures open doors for them in meegards and they seize the
opportunities to become famous. (Kouzes & Posr@d72pp. 18 — 20.)

As leaders take risks, their followers are supposedio the same. Leaders
therefore set high expectations while assistingp¥adrs in the process to reach the
goals. In the course of the process, if mistakesnaade, leaders also help them learn
from the mistakes they made. The school leadertesea mission to foster student
learning and a vision of what education standsrfdhe lives of the kids. He/she sets
high standards for the kids to achieve at higheel& helps teachers to believe that
students can learn what schools had originallyliaogly to the so-called ‘gifted kids’.
(O'Neill & Bottoms, 2001, p. 9.)

3.4.4 Enable others to act

By enabling others to act, effective leaders cr@attrong sense of collaboration and
empowerment among their staff. This requires geeatpetence and high confidence
and interaction (Kouzes & Posner, 2007, p. 19).s€hauthors also noted that
“teamwork, trust and empowerment are thereforentisdeelements of leader’s effort”
(ibid, p. 21). Furthermore, the same authors dedl&hat “collaboration is critical for
achieving and sustaining high performance” (p. 242)

Enabling others to act means allowing them to eteetheir functions freely and
hence achieve their full potentials. This also ieginvolving them in the planning and
decision-making process of the organization. Swefaekeaders therefore strive to make
the working environment conducive where trust ane tespect for human dignity
prevail. Finally, enabling others to act also regsiigiving the chance for interactions
through which individuals could network with othersharing their ideas and
experiences while also benefiting from others. (Kesu& Posner, 2007, pp. 20-21.)

One leading role of the principal is to supportffstievelopment by seeking to
provide teachers with skills, materials, knowledgel resources needed for them to
engage in learning activities. For this to happenncipals create an enabling
environment in schools and recognize the needé@f teachers, strengthen them to
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share in the dreams they have for the school. éfellhornton & Daugherty, 2005, p.
23.)

3.4.5 Encouraging the heart

Leaders aiming at high success rates need to nwiwal encourage their personnel as
they perform their duties all aiming at achieviig torganization’s shared vision and
goals. They do this by taking a keen interest enwlork of others, offering listening to
them or employing other strategies. Through sucpleyee motivation, leaders attach
great recognition to job performance, which hasoaitiye influence on the leader’s
achievement records. (Kouzes & Posner, 2007, p. 21.

To encourage the heart, successful leaders re@gmsployees’ individual
contributions, values and victories resulting fr@uch contributions, and they are
celebrated together. By so doing, the employees@mnédent that they belong and are
part of the organization. These memories last Ioigéheir hearts; hence this improves
their sense of belonging and inspires them to viarrkler towards greater achievements.
In a school community made up of teachers, stafidents, and parents, recognizing
each actor’s contributions to the achievementsrdszb especially with respect to the
school’s vision and goals, is very essential. Binddhis, the principal pumps into the
system more energy, which encourages the actoverio harder towards achieving the
goals of the school. (Kouzes & Posner, 2007, p222

3.5 Leadership roles and tasks of the principal

The roles of principals which are many and variestehgreat contributions to create
more highly achieving schools (Gamage, Adams & Mo@xk, 2009, p. 3). Some of
the roles include guiding the attainment of thelgah the organization (Leithwood &
Mascall, 2008, p. 532). Equally important are decismaking, strategic thinking,
leading the change process, team building, organigchool resources, building an
ethical school culture, as well as being resulisrded and collaborative, supporting

professional development of staff, and supportiegchers as instructional leaders
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(Tucker & Codding, 2002, p. 2, pp. 32-36), and depwg a system of organizational
learning (Senge, 1990, pp. 129-216).

In his book Mbua (2003, pp. 391-402) holds thatléaeler who is the head of the
school has the responsibility to provide good audlity learning for all students and
job satisfaction to his colleagues - the teachietewise, Makela (2007, p. 218) also
reported a new task in addition to some basic taskisroles of the principals in schools
in Finland. The principal provides leadership, whis considered a series of functions
aimed at influencing, maintaining, building the angzation, developing members and
getting the aims of the school met. Mbua classitieelse different functions under
pedagogic, administrative, financial and socialctions, in the same vain that Makela
(p. 220) did but his own classification being afjktly different profiles; instructional
leadership, administrative-economic managementstaftileadership. These have been
described in more details below. The examples td#sr@f principal have focused
greatly on Cameroon since this is my home context.

Pedagogical leadershig one of the main functions of the principal is&hool.
This function requires for the principal to be ihgent, dynamic, competent and open-
minded, and to have a high sense of team spincipals are aware that improved
teacher performance takes place only when therbasie materials for instruction. To
achieve the goal of education which is studentnieg; the principal must stimulate
pedagogic activities, help children to become dveain an effort to promoting their
school’s effectiveness. Therefore, from time totjrine principal is required to convene
pedagogical meetings with the staff during whiceréhis some kind of stock taking in
the school. They could also compare teaching msthexdhluate performance, and the
principal should also make frequent checks of heaching is going on by paying visits
to classrooms not to evaluate the teaching prdoes# be visible to the teachers and
students and to support them. This helps to faktelevel of achievement of students.

The principal should work in collaboration withethvice in setting up the
pedagogic structure of the school and the timetdbie advantageous to draw up a time
table as this helps to facilitate the job of thacteers and students. The principal must
ensure that teaching or pedagogic materials areeragdilable for effective teaching.
(Mbua, 2003, pp. 392-394.) In Finland, the roldsttee school principal changed
dramatically in the 1990s. They are not only theaficial managers, personnel
managers or managers of the results of their sshbaot are also expected to be

educational leaders of their schools. In the @agtjncipal was selected from a batch of
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teachers based on his/her experience but now theigal has to be well educated in
the issues of the school and he/she needs firnmitadiskills to lead a school. (Aho et
al., 2006, p. 119.)

Administrative functions or administrative-economotes combine activities like
the school laws, economic planning and student midimation, decision making and
arranging work hours for the teachers. All thesmedo play with other components,
together with available resources to enhance tgeadday operation of the school in
order to achieve the goals of the institution. Pphiecipal as the head is charged with
the execution of all the components of scientifianagement as stipulated by Taylor
(1916). He/she is in charge of planning, organizisgipervising, coordinating,
controlling etc. He/she provides effective leadgrsh all these domains by making the
right decisions. The principal also defines theuctiral line of authorities which
stipulates what is to be done and by whom. Mostontgmtly, the principal has to be
able to provide necessary coordination of all theks$ of the various departments to
make an effective and a holistic whole. (Mbua, 2G0394.)

The financial functioris equally important, especially in low income ctigs
like Cameroon where educational finances are génexavays scarce. It is important
for principals to acquire and manage the limitesbreces wisely. (Mbua, 2003) This
needs great financial skills from the principal,iethwould include financial planning,
budgeting, basic accounting and control. The ppalcassumes all responsibility for the
economic and financial dealings of the school. Asegample to drive this point, the
school budget in Cameroon is drawn in a way that rdwvenue comes from varied
sources: the finances of the school allocatedeatetvel of the state, registration fees for
the number of students who have enrolled to stadieé school for that academic year,
the Parents Teacher Association (PTA) levies, dcte@s and subventions and to some
schools, there are grants. The principals in schimoCameroon are expected to work in
close collaboration with the bursars of the schaolecording and disbursing of funds.
(ibid, pp. 401-402) In Finland, educational fundiagrovided by both the state and the
local authorities but the municipality leaves tiahcial management of the school in
the hands of the principal and teachers sinceysie® is much decentralized (OECD,
2010, p. 127).

Social functions or network managemeéntof importance. The principal of the
school is expected to understand the social comtewthich his/her school is located.

He/she should be able to stay in touch and hawwdiat relationship with the entities
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of the society like the business sector, the cadministration, parents and other
stakeholders. A good principal recognises the ingmme of interpersonal relationships,
the formal and informal organisations in his/hehau. The influence of all these
groupings cannot be overemphasised in the propaetituning of the school. This
influence can affect the goals of the school eith&sitively or negatively, a principal
engaged in public relations will be able to illitite appropriate responses from these
sub-groups that would work for the better of thiecsd. (Mbua, 2003, p. 402.)

In his classification, Makela (2007, p. 220) mené&d one of the roles of the
principal to be staff leadership which encompasstef training, recruitment, staff
wellbeing and renewing leadership. These rolesvarg well practiced by the Finnish
principals since there have been structures ppiaice to support that, unlike in the case
of their Cameroonian counterparts, who do not ke part in the training, neither do
they in the recruitment of staff but could supgbg on-going professional development
of staff and foster their wellbeing at school.

3.6 Challenges in educational leadership

Issues of school effectiveness and quality of lesidp remain fundamental challenges
to school leadership practices (Mbua, 2003, 478)support this fact, Pont, Nusche and
Moorman (2008, p. 31) hold that the position ohpipal remains an essential feature of
schools, but this position is facing a number dligdnges. These authors are also of the
opinion that the expectations of what schools sh@adhieve have changed over the
years and nations need to develop new forms ofelshp required to meet their
educational challenges. To achieve this, the astliorther highlight the fact that
nations first need to offer support and retrainrtbarrent school principals as most of
them were hired into schools with challenges déifeifrom what pertains today.

More so, countries need to prepare and train dusghool leaders to ensure
sustainable leadership. In addition, principalseheeported challenges that the policies
in place in their schools do not allow room for reaver. Depending on the different
context in which school principals work, they fa@eied challenges. In addition to the
above, for Gamage (2006, p. 32), the main challethg¢ is faced by principals
nowadays is to appreciate the changing contexéslotational leadership and improve
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their ability to communicate with the knowledge ttlithey are no longer the sole
authority but are in partnership with other stakdacs.

To be accountable is more than just letting thelipdtnow that resources are
properly acquired and reported and that expenditare geared for what they were
meant to address (Ammons, 2007, p. 2). In his ngjtSahlberg (2009, p. 2) discusses
the Global Educational Reform Movement (GERM) ame tAlternative Reform
Movement (ARM) that came up in the 1980s that emjsiea a better conceptual
understanding for all pupils in problem solving,teipersonal skills, multiple
intelligences as opposed to route memorisatioreaching for predetermined results.
The next aspects of this reform were to guaranféctave learning and not just
teaching for each pupil to pass an examinationnThas the accountability system in
education used as a means to raise school perfoer{@ahlberg, 2009, p. 3).

Today, principals are highly accountable for whaggon in their schools and the
application of accountability is an opportunity fiore educator to acquire a powerful
technology to serve the ends of his enterprise 4¢hrner (Xiaorong, 2001, p. 9). The
outputs from schools are a measure of the actiodsirgeractions, structure, human
resources, the politics, the culture that reignghan school as well as the environment
that the school is situated in. Although proped&sahip is imperative for successful
school, it requires much more than the lone efédthe leader to make a difference as
multiple factors come to play to influence the aut@Some of these factors rarely lie
exclusively in the domain or competency of the stieader. For instance, the human,
instructional and material resources provided te #thool, pupils’ readiness and
willingness to learn and their alertness also carrddated to their overall academic
achievement, which does not fall exclusively in toenpetency area of the educational
leader. (Ibukun 1991, p. 103) Catano and Stron@87d2p. 394) believe that with the
over pressure of high accountability, this requipescipals to be able to improve
instruction in order for students to achieve matiynahile maintaining good facilities,

checking the students’ conduct and managing otsurces.
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4  PRINCIPAL TRAINING

This chapter opens with the definitions of the @pts of principal training and
practice, followed by challenges faced by pringpal sustaining proper practices, and
the needed on-going professional development tp bem in sustaining effective
practices. Next, the content of the leadershipitmgi programme is introduced. Some
features of effective educational leadership trggnprogrammes are indicated and
finally, some evaluation criteria of the effectiems of leadership training programmes

are given as well.

4.1  Definition of training

The definition of ‘training’ for the purposes ofishinvestigation is that which is seen as
a practical activity, designed to enhance skilld smeducate about current issues. The
concept of training is helpful in describing howpaaities for the principal are acquired
and sustained. In preparing principals, real-warahing should be emphasised. This
entails providers have to give priority to makddibased experiences of central focus
in the principal preparation programme. (O’NeillBbttoms, 2001, p. 3) In addition,
most aspiring principal candidates have an undedstig of the difficulties that lie
ahead of them in carrying out their job and ackmalgk the importance of acquiring
practical skills and knowledge to meet those chgs. The training institutions must
have as their goal to put in place a system thktewable every school, irrespective of
the challenges faced. They can achieve this goalidiyg some strategies that will
guarantee that they always draw from a deep podligtily skilled candidates who
know how to lead, collaborate and get results. @lIN Bottoms, 2001, pp. 16-18.)
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Furthermore, they stated that training provideisusth make moves to incorporate
into their programmes learning relationships thatr@search-based to solve site-based
problems. All training providers should give moiraé for mentoring and internships as
these two were factors that were reported beingtrmbst importance in a survey on a
sample of principals that were deemed as ‘effectimethe United States. They
explained that it is only through interactions likentoring and internships that novice
principals develop and exhibit leadership skilld atonfidence that their practice
demands. (O’Neill & Bottoms, 2001, p. 24.) These @discussed in detail in section 4.3.

Faced with new roles and high expectations fromggpals, Lashway (2003, p. 2)
asserts that principals require new forms of trgniand principal preparation
programmes should be increasingly scrutinised. dhiewing the above, a training
institution that focuses too much on academic kedgt and too little on practical
experiences in training candidates is ‘self-defggti No matter how skilled and
efficient professors package the knowledge, theadgates will definitely face a

problem in creating a link between theory and pecaatvhile in their own schools.

4.2 Definition of practice and challenges of sustaability

Elmore (2008, p. 44) views practice as not beipgsonal attribute or characteristic of
leaders but holds that leadership is a collectibpatterned actions that is based on a
particular knowledge, skill, and habits of the mthdt is concretely defined, taught, and
can be learned. Studies of both leadership andosdhgprovement conducted and
written have shaped the links among leadershiptipes; teachers’ characteristics, how
the school practices as an organization, and stsideerformances (Orr & Orphanos,
2011, p. 21).

Some authors (e.g. Pont, Nusche & Hopkins, 200826p-266 argue that this
idea of practice to enhance system-wide improveroéprincipals is hinged much on
the challenge of sustainability of the trainingttti@e principals undertake and also on
the school laws and reforms governing this domi&ar.instance, in Austria, a concern
was put forward as to whether the Austrian Leadprélcademy (training institution)
will continue to operate, and whether the trainihgy offer will have effects that are
long lasting enough to enhance change in the sawalsystem. A similar issue raised
in Victoria, Australia considers this point equallgs a concern. School-wide
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improvement can be attained only when a greaterbeurof qualified candidates are

admitted into the programmes. Likewise, in Englamdn though there are a number of
short term successes registered in the improvewfestudent learning as a result of
training, it is still doubted if these are sustéileafor the medium and long term goals of
the school. Finally, the authors added that indfid| while the educational reform had
generated some positive results, and was still ovipg the capacity of leadership

training rationalising this to practices, unlespmurt is consistent, the long term dream
IS uncertain.

More so, for sustainability to be enhanced, som&itons are necessary: there
should be the drive within the school to upholdhhgfudent learning, networking
between the schools which is a binding force fdrosts to work effectively, linking
associations that are flexible enough should belate to help the schools develop
internal capacities and collaborate effectivelyrnPet al., 2008, p. 267). This current
research is not interested in practice in genbtdljn the practices of principals that are
influenced by the training they got and how theynage to sustain proper educational

leadership practices in their various schools.

4.3 Professional development for school principals

In their study, Davies et al. (2005, p. 21) pointkedt almost all practicing principals
hold that professional development which often saltee form of in-service training,
short courses, mentoring, leading change, revised eoherent curriculum or
organizational design as indicated earlier, shdagdreinforced during all periods of
their leadership. Cheney and Davis (2011, p. 1bpgsed that in their quest for
effective school leadership, graduates could beké&w and necessary on-the-job
training identified and administered. Some forms pobfessional development are

briefly described below.

4.3.1 Mentoring principals

According to Pont, Nusche and Moorman (2008, p),113éntoring is used to indicate a
situation where someone more experienced seeksstst @another less experienced. It

has been reported to be the most influential irotivgoing professional development of
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principals as many processes are involved such easompal relationships, active
guidance, teaching and learning, administration andiculum implementation. As
adult learners respond more to demonstration, ningebnd learning by doing,
mentoring is quite in place to meet these needslfvtl, 2003, p. 38.)

In the United States and Britain, mentoring is andard element in principal
preparation programmes. Some graduates who wereradnn the course of formal
development programmes rated mentoring as the impstrtant part of the programme.
(Hobson, 2003, p. 19; Pont et al., 2008, p. 137 highly essential for principals in
training to have the opportunity to shadow printspa practice. This kind of mentoring
would enable them to learn first hand what the lehges of the core are and how the
practising principals address them (O’Neill, Fryarég Walker & Bottoms, 2007, p. 28;
Mulford, 2003, p. 38.)

4.3.2 In-service training

School leaders understand that changes in schaimainent and have to master how
to drive the change process effectively. In-sertiagings therefore keep them abreast
with the changes in the school system. On theit, plaey could also assist the change
stages in their staff by organising meaningful be-ob or in-service training for the
staff that will make a difference in the learninfjtbe students. (O’Neill & Bottoms,
2001, p. 16)

In Finland, when the school reforms commenced i@2]13eachers generally
accepted in the bargaining contract that three dagempulsory in-service be reserved
for them each year. In the same light, there wé%adiamentary Act that mandated
additional two days of in-service training for eyeéeacher with less than three years’
teaching experience. This means the new teacheesfive days in total every year for
professional development training. During thesenings, there are national level
instructors who help to mentor these new teachmdsaasist them adapt faster into the
Finnish school culture. (Aho et al., 2006, p. 49hus as it was, when the
comprehensive education system was put in placd, letause of the increased
interaction between teachers in the vocationalgarteral education sections, this kind
of integration also warranted teachers to advamefegsionally. This has a boomerang
effect as the attention that the Finnish educasigstem has gained is as a result not
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from the most recent educational reforms but mafrdyn a history which based so
much importance on reconstructing the educatiogatemn, as well as encouraging

teacher and leader professionalism. (Tihverain@@92p. 17)

4.4  Content of leadership training programmes

The leadership preparation programmes generallyreadd issues such as the
management of human and financial resources, budgatigement, leadership skills,
legal issues, curriculum development and plannprgblem-solving skills, decision
making, ethical reasoning, ICT, school-family parship, learning evaluation and
programme evaluation (Beyer, 2009, p. 3).

In Finland, school leadership programmes are dd/ideto five different
categories: (i) Principal preparation - qualificati programmes, (i) Specialist
Qualification in Management programmes, (iii) Pssienal Development (PD)
programmes, (iv) Advanced studies in universites] (v) other courses and studies
(Varri & Alava, 2005, p. 8). These programmes diffeaspects like the content of the
curriculum, duration of training, recruitment arelextion of candidates, consistency of
the training, as well as course fees (Varri & Alaz®05; Ministry of Education
Finland, 2007). In principle, school leadership@tion can be divided into preparatory
and continuing professional education.

In general, irrespective of the country or theniray provider, great emphasis
should be laid on providing principals in trainimgth some basic knowledge that
includes skills to develop and guide educationalgpgmmes geared to serve the
specific needs of students in a given communityy@d8e2009, pp. 6-10)t is also
necessary that university leadership preparatiogrammes ensure that all education
leaders should act ethically in the planning ofgoamnmes, allocation of resources,
development of the curriculum, proper managemertiushan resources, providing a
safe and conducive school environment, and offesperial and inclusive programmes
and services that will go a long way to encourdge academic, moral and social
success of all students. In Finland, the Natiéadlification programme for principals
offers training in planning, budgeting, self-evdiaa and other leadership matters to
foster the school - family relationships. (Hargresvet al., 2007, p. 23.)



44

4.5 Features of effective educational leadership dming
programmes

Standards are used as guides to training orgamizatieadership programmes, and
individuals in training on what is needed. Greaphasis is placed on the building and
maintenance of leadership standards which promdieagional leadership policy and
development, and also the performance need forosghmcipals (Beyer, 2009, p. 4).
These standards could be implemented to improveosdeadership practices and
policies (Council of Chief State School Officer§08, p. 6).

Cheney and Davis (2011, p. 22) propose that pslisiould be implemented that
set high standards and emphasise quality for th@aoscleader accreditation that
encompasses the way principals are trained, tlagly eareer mentoring and tutoring
and most especially on-going professional developraed support. They also suggest
that formal partnerships are essential between ascbemmunities and preparation
programmes to indicate what aspects the communityldvwish for the training to
address in preparing principals. Further, refoaugrnncipal preparation programmes
that ensure they develop and constantly evaluateagpiring principals demonstrate the
capabilities that are needed to improve studemhieg.

Following extensive reviews of research, Orr andi@anos (2011, p. 22; Bottoms,
O'Neill, Fry & Hill 2003, p. 3) have identified aumber of features of exemplary
leadership training programmes as follows.

Successful training programmes should have a vedihed leadership theory for
school that brings together the programme featares a set of values, beliefs, and
knowledge. A coherent curriculum needs to be adbpkat incorporates effective
pedagogy, school improvement, change managemerdhemdd match the professional
standards in place. The programmes should utilisea@ive learning strategy that
merges theory, practice and encourages reflection.

Rigorous internships to provide quality field opjpmities to practice the theories
of leadership learnt and acquired skills underghigling eyes of a veteran practitioner
(mentor) should be included. The programmes shquiovide both social and
professional support, students could be organiatxdohorts to take common courses
together in a sequence that is formalized undereaton or expert principal. Highly

gualified staff is needed and the programmes shatilde standardized methods of
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assessments for students along with programme de&dland continuously improve
aspects related to the vision and objectives optbgrammes.

High-performers should be singled out rather trelging on interested persons
who may have administrative credentials but lackiéship talents. To achieve this, the
above mentioned authors put forward criteria anatesgies that could be implemented
to choose high-quality candidates for leadershgparation, and people with adequate
knowledge of curriculum and instruction who als@d#he passion for helping students
meet high standards. Leadership preparation pragesmshould be redesigned and
should lay more emphasis on curriculum, instructama student achievement, which
are consistent with high-achieving schools. Tragrpnogrammes should consider field-
based experiences a central focus and a high tyramea.

There should be the creation of a two-phase systaartifying school principals.
During the first phase, candidates could be reduite@ successfully complete a
programme that focuses on the core functions otessful schools. In the second
phase, graduates with their initial diplomas coelan a professional certification
following demonstration that they can lead improeets in school and classroom
practices and in student achievement.

An alternative certification system should be putplace to provide high level
support to successful teachers who could be irtgieim becoming principals. This
route could enable teachers with master's degmEsonstrated leadership skills and
proven records of increasing student achievemeptdy/ the traditional preparation.
Also, instead of a single leader, schools shouldumeby leadership teams as this is
most likely to improve student learning and tramtufe principals. There should be the
creation of leadership academies which could implenschool-based leadership teams
and hence would assist leaders in the team to alevleé skills and knowledge required

to promote student achievement through effectiaetores.

4.6 Evaluation of leadership training programmes

Beyer (2009, p. 10) laid emphasis on the point ihat necessary that training
institutions regularly review the structure and temt of leadership preparation
programmes to ascertain if there are any gapserr#ining offered to candidates. The

question that should be asked regularly by traimsgjtutions is, whether candidates in
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training get sufficient preparation in the knowledgkills and attitude they need to
develop and put into effect school level programmias will ensure quality education
for every student. The main goal of the preparafmygrammes should ensure that
graduates are adequately equipped with knowledgeett the needs of the learners by
performing good practices.

In order to constantly improve training programntesfoster learning and ensure
that trainees are practicing effective leadersi@peney and Davis (2011, p. 11)
recommend that programmes could be evaluated yudrely collecting data on
students’ academic performance and the schooksnat and external efficiency over
time. With this information, programmes would monithe practices of their graduates
- the young school principals.

Earley and Evans (2004, p. 327) have, however, rambcha number of reasons
why they think it is not an easy task to assessirtigact of any leadership training
programme as follows.

Outcomes are complex and relatively difficult toaqtify in simple terms as
unexpected and unintended results are also likelgnmerge. Most desired effects are
indirect and occur through the leaders’ relatiopshkith others who, in turn, have a
means of influencing the desired outcomes. Schanl&tomes are also influenced by
many variables, and based on experiences and eepopersons will respond
differently in different contexts. Influences dotrtmme up at once. It takes some time
for what is learnt to become embedded in behaviounnfluences of the leadership to
be of effect on others, and for these effects in ta impact on teaching and learning,
and further on learners’ outcomes. Hence, figudngthe impact of leadership training
would mean separating out the specific influenced¢raining programmes to more
general effects.

In relation to the above, Leithwood and Levin (20@5 10) argue that many
evaluations done do not focus on the main goatbbésls - student learning but rather
base their conclusions on assessing graduated’ ¢éveatisfaction with the training
programmes. Other evaluators sometimes assessatgatperceptions on the influence
of the training on participants’ practices. To liéeato carry out a proper evaluation of
the effects of training on leadership practicesnksns, Coldwell, Close and Morgan
(2009, p. 35) suggest modelling of certain variable

Programme interventiongddress the experience itself involving both taugh

components and personal learning in leadership ranogies. Antecedentsare the
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participant’s pre-knowledge of the factors thatluahce the programme experience,
most specifically his/her personal characterisfide intermediate outcomesre effects
of training programmes considered to be of a loargler as compared to the desired
end point but are pre-requisites for the final outes to be attained.

Moderating factorsare those that dictate whether, and how, the atgions
affect the achievement of intermediate variabldscivin turn affect the final outcomes
to be produced. Moderating factors can offer sox@amations why similar actions
might have different outcomes for different prograes. Lastly, théinal outcomesare
intended results of the training, particularly logk at student learning and the whole
school improvement. For these authors, the relships between these variables and
how each influences the attainment of the otheuJdcde of valuable insight to the
training institutions.

Relatively recent studies have investigated thatiiship between quality
programme features and initial graduate outcomdsatwgraduates learned about
leadership, their beliefs about principalship ascaeer, and their actual career
advancement (Orr, 2010, p. 116). For example, @drBarber (2006, p. 709) reported
that some programme features such as supportigegmme structures, a complete and
standardized curriculum, and more rigorous intemdmternships highly influenced
different types of outcomes, namely the gradualesdership knowledge and skills,
their leadership career plans and actual careevtgraeyer (2009, pp. 2-3) holds that
it is imperative for leadership preparation prognaes to be instrumental. They should
act as a practical tool in integrating programneesirses, and content (curriculum) that
combines topical issues in the educational, busjngsblic sector, social service, and
non-profit leadership. Furthermore, bringing togetlthese aspects in leadership
preparation programmes facilitates the effectivene$ school leaders to work
collaboratively toward the improvement of educatiloand related services for the
students. Finally, a few studies now include measwif leadership preparation quality
as influential to leadership outcomes, such aseleship self-efficacy and leadership
practices. For example, Tschannen-Moran and G&2635, p. 13), in their study of
558 principals, found that the perceived qualityl anility of leadership preparation
significantly contributed to principals’ sense e&atership self-efficacy.
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5 RESEARCH METHODS

This chapter deals with the research methodologse for the study. It opens by
highlighting the objectives of the study and theearch questions, followed by the
research paradigms, and reasons given why | firsdljled on the qualitative (case
study) research design. The latter parts of thégotdr dwell on framing and pilot testing

the interview questions and methods of data catle@nd analysis.

5.1 Objectives of the study and research questions

The objectives of the study were to identify theirmsources of school principals’
leadership practices. It also investigated the efgm of principals’ preparation
programmes that were the most useful in their careed identified the areas where
additional training or support may be needed.

In addition, it elucidates the leadership practiaeschool principals and explores
the ways in which training supports or challendesirtleadership practices in their
schools and finally, the study identifies the pbiesidifficulties faced by principals
while translating the theory from training instituts into practice in their schools and
how the challenges are resolved. Steyn (2008, p) §Qestions if at all educational
leadership training makes any difference. Notwéhding, training has shown to have a
positive impact on principals’ practices. For im&t@, a study conducted in Scotland
which was a national survey on the influence oflijoation programmes to headship
provides a very positive image of the influenceedticational leadership preparation
programmes. Some of the positive responses areated in the following statements
in the studies of Menter, Holligan and Mthenjwa(20p. 11). The influences indicated
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werethat the programme “enhanced my ability to suppthers, it also increased my
effectiveness as a leader, made me a more refleptactitioner, and was effective in
developing my professional values”. The graduatesviewed were of the opinion that
the programme influenced them in implementing cleaagd improving team work in
their schools.
To achieve the purpose of this study, the followmegearch questions were
formulated as guides:
1. Where do the key features of school principalstiégahip practices arise more
from?
2. Which areas of training should the training prov&diy more emphasis on in
preparing future principals?
3. What are the leadership practices of school praisimnd how has training
influenced these practices?
4. What challenges do principals face in their dag#y- practices and how are

they overcome?

5.2 Research paradigms

In this section, three research paradigms thatbeansed in educational research are
described. Qualitative research deals with an stdeding of the meaning of
phenomena, which are created through study paatitspand their subjective views. As
participants provide their views of a researchdapider investigation, they also speak
from their own personal experiences. By employinig research approach, research
findings are shaped from the individual views t@dat patterns and, ultimately to
theory. (Creswell & Plano Clark, 2007, p. 22.) Quadéive researchers are therefore
particularly concerned about the richness, textéune feeling of raw data because their
inductive approach demands developing insights ftbm collected data (Neuman,
2006, p. 149). Creswell and Plano Clark (2007,)pstéte that quantitative research is
designed to achieve standardization because tearcder uses the same sequence and
procedure to ask the same questions from all relpus, hence placing a restriction on
the kind of responses expected. Neuman (2006,4p) tlaims that quantitative

researchers deal more on issues of research desanpling techniques and
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measurement, as interpretation of data requiresléetplanning prior to collecting and
analyzing of research data.

Creswell and Plano Clark (2007, p. 6) advocate &amixed research method
approach in which both the quantitative and qualgaresearch methods are employed
to collect and analyse data in the same study. Tihdicate that quantitative data
includes closed-ended information such as thatimddafrom behaviour or practice,
which may require statistical analyzing of collecszores to be able to answer research
questions or test hypotheses. On the other sidg, dtate that qualitative data is made
up of open-ended information collected through rinews (individual in-depth
interviews and focus groups) with participantspwalhg study participants to provide
answers in their own words. Combining the two p@yad in a single project would
therefore benefit from the strengths of each apgreehile avoiding their limitations to
generate meaningful research data.

As already highlighted above, the different typesegearch approaches have their
merits and demerits. Therefore, to attempt answensy research questions, | chose the
qualitative research approach for this study &as #xploratory and flexible (Hartley,
2004, p. 326), and hence would enable me to obi@gquate information on the subject
of this research. This research utilises the cptalg research method, precisely the
semi-structured interview. The quantitative metHodp would not have been
appropriate in this study because it employs higbtyuctured data collection
techniques, which often do not allow much manoewgvduring the interview phase.
The reason for the choice of this method was @sdarced because when talking of an
experience or influence as is the case in thisystitds better to keep the questions
semi-structured or open to let participants airirthews. (Creswell, Plano Clark,
Gutmann & Hanson, 2003, p. 254)

5.3 Case study

In case study research, it is useful to decide mdrahe case study would take the form
of an exploratory, descriptive or explanatory stualyd key decisions have to be taken
whether or not the research will be focused omglsicase study or on multiple cases
(Hartley, 2004, p. 326). This exploratory study suske multiple case study design
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involving eight participants who are all graduatdsone institution, the Institute of
Educational Leadership of the University of Jyvdgky

Yin (1988, pp. 23, 82) defines a case study as rapirecal research which
investigates a concurrent phenomenon in its réaldontext when the distinction
between the phenomenon and context are not fulierstood and in which multiple
data sources are employed. He further highlights fct that case studies allow
researchers to identify the relationships betweetofs that have interacted to influence
the behaviour of participant(s) under study.

Burns (1990, p. 366) lists six reasons for carrymg case studies. Firstly, he
asserts that case studies are necessary as gté@d to major investigations as they
produce rich data which could identify these fortHer in-depth investigation.
Secondly, he maintains that as case studies “hsnanas to probe deeply and analyse
intensively” the numerous phenomena which constitile activities of the unit or
group under study, generalizations of results éowider population could be possible.
Thirdly, he proclaims that case studies could gatieeevidencéom anecdotes which
may illustrate general findings. Fourthly, he clairthat case studies can serve to
disprove certain generalizations. Fifthly, he dlyuglaims that a case study is preferred
in certain circumstances where pertinent behavioansiot be manipulated, and finally,
a case study could provide the best possible gegoriof a unique historical event.

The findings from this study have a direct impagtte future training of school
leaders. It identifies the areas of school leadprsfaining that would have profound
influence on the leadership practice of graduatéeslso provides new knowledge and
enriches existing literature on theories and ppiles of school leadership training. The
data would assist the training institutions to plamganize and provide quality
leadership training for school leaders and prospedeaders. Additionally, findings
would enable graduates to break out of their ti@udi practices by incorporating
contemporary approaches in their practices. Furtbe, the practices of principals
could not be manipulated as it may happen duringegerimental research study.
Hence, this multiple case study research fits sl Bugns’s (1990) postulated reasons
for conducting a case study research. The casey sladign therefore was more
appropriate for this research as it investigates “thhat”, “how” and “why” of the
leadership practices of school principals, with itin focus on contemporary issues in

educational leadership.
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5.4 Data collection

To collect data for this study, a number of stepsenfollowed. This section begins with
the introduction of the research methods employéd is followed by a description of

how the research questions were formulated, piistet and the interviews conducted.
Yin (2003, pp. 83, 85-96) identified six sourcesimfbrmation for case studies which

include interviews, direct observation, participastiservation, documents, archival
records, and physical artifacts. In my case sttidy, main data collection techniques
were in-depth interviews (semi-structured intens@wnd a questionnaire. | also took

down some notes during the interviews.

5.4.1 Selection of participants

As the research topic had to do with principals wWhd acquired educational leadership
preparation, the samples were chosen in a deld@ananner. The purposive sampling
technique was used with the aim of selecting mgsdlyicipants through whom relevant
and plentiful data would be generated considerireg tbpic under investigation (see
Yin, 2011, p. 88).

From the study population, potential participanerevidentified and selected as
described below. Initially, my supervisors made taots with potential study
participants, who had undergone the advanced Ighigetraining programme offered
by the Institute of Educational Leadership, Uniitgref Jyvaskyla. Later, | obtained a
letter from the institute introducing me to the tamted principals (Appendix 1) and
together with my Research permit request (Apper8ixthese were posted to the
principals in mid-May 2011 before the summer vawatiUpon my resumption for the
autumn term, | re-established contacts with thaqgyials via emails. In all, out of the
12 principals that had been contacted in May 20 pdstal mail and re-contacted in
September 2011 via email, eight (66.7%) acceptdaetparticipants of the study. We
then made appointments for the interviews at a timest convenient for the

participants.
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5.4.2 Framing and pilot testing the interview questions

Devising the questions for the interview was doftera thorough literature review on
the research topic. The questions were discussdd my supervisors and a list of
selected questions was formulated that would entiideresearcher to obtain data to
answer the research questions.

With that set of questions, a pilot interview wasducted as proposed by Yin
(2003, pp. 78-80). The pilot interview helped tdirme the content, structure and the
procedures to be followed while in the field. Tiias an excellent learning process for
me given that | had never conducted an intervieioree so this gave me the
opportunity of trying out the data collection temjues and methods to see how they
actually work in practice. This pilot interview wasimediately followed by a
discussion with the interviewee which led to somedifications and additions to the
original set of interview questions.

The interviewee was chosen because he had underta&dormal and advanced
university principal training programme offered lilge Institute of Educational
Leadership. Also, he has been a former principa sécondary and high school in the
municipality of Jyvaskyla. By these, it was reagbiieat he would have had the same
qualities and would have exhibited the same thmkam reasoning as the current

principals who were interviewed in the schools.

5.4.3 The individual interviews

Originally, the researcher planned three focus mraliscussions involving five
participants each. This was to be followed by iptteinterviews where emerging
themes were to be discussed with a few selectdatipants. However, due to logistic
constraints (differing appointment times, distaohaol locations, etc.), it was not
feasible to conduct focus group interviews. Henedividual interviews were carried
out with the participants, who accepted to takd pathe study. The researcher met
each participant principal in their schools.

Merriam (1998, p. 20) points to the fact that inemv qualitative study the
researcher serves as the primary instrument fdeat@n and analysis of data. This
being the case, the investigator can increase lhaces of collecting and producing

meaningful results. On the other hand, as a resfulthe researcher serving as the
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instrument for data collection, certain mistakealdde made, opportunities missed, or
personal biases could be introduced. However likistany other research instrument,
human instruments could also be considered fallibie reason why it was used in this
study.

Prior to the interview proper, the interview quest were emailed to the
participants so that they could better preparertmesponses, especially as the
interviews were conducted in English, which is ttwir first language. Eight semi-
structured face-to-face interview sessions weralgoted with individual principals to
allow the researcher to have a dialogue with eastigpant so as to gain insight into
the “how” and “why” of their leadership practicesll eight interviews were spread
over a three week period in the month of Octobdrl2@ach interview session which
lasted for about fifty minutes started with theoimhed consent process during which
each participant read and had the opportunity tocpestions to be clarified before
signing the informed consent form which was algmed by the researcher (Appendix
3), and each of whom retained a copy of the sigfweth. The participant then
completed a simple questionnaire aimed at enalliegesearcher to gather information
about the career life of the participants and sthbaracteristics, and was followed by
the interview (Appendix 4).

At the initial stage of making the appointment, theerviewees were told that
one-hour was required. This was to provide for tjaes or discussions that might have
arisen that were important for the research. Theege expectation was that the
interview sessions would be beneficial in providitfgppughts and preferences on
concerns related to the influence the leaderstepagation has on their practices. The
technique was also employed to assess the need®elimys of the participants. The
use of this technique provided spontaneous reactma ideas relating to the topic of
the discussion were observed and noted by thercdsgaas proposed by Patton (1987,
p. 13). He indicates that in practice, every facddce interview requires and also
involves observation and that the interviewer stidog well skilled to observe well. He
also holds that the main aim of interviewing isettable the researcher to get into the
interviewee’s thoughts. In this respect, the semiesured interview approach was
employed and the interviews were tape-recorded.

Kvale (1997) mentions that using a tape-recordekemadt possible to record
laughs, pauses and intonation, thereby making #sipte to recall easily all these

feelings during the transcription of the interviewghich makes the interpretation of
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data more valid. However, during the interview gassl noted down as much of what
was said as possible as a backup in the eventchhaodogy failure. Also | chose to
transcribe the interviews word for word since |i&etd this would enhance the
accuracy in interpreting and subsequently boost whkdity of my analysis and
conclusions drawn. The transcriptions were carpetl shortly after conducting the
interviews as they were still fresh on my mindsthias also done to meet the criteria of
the time constraint. | conducted all the intensaw English.

All interviews were conducted in the principalsfiogés, which ensured minimum
disturbance although we were interrupted once dusro of these interviews. | started
by briefly introducing myself and outlining my studThen we went through the
questions in the simple questionnaire (Section Appendix 4), to get a general
background of the person interviewed. Vital infotima here included age range,
teaching and leadership qualifications and expeesnOnce these were established, we
preceded to the interview questions. A fixed setinbérview questions (Section B,

Appendix4) was used so as to be able to classify the ans\asily.e

5.5 Data analysis

Data analysis as defined by Hitchcock and Hugh@951p. 295) is a step-by-step
process aimed to discover and identify patternsetoch for themes and categories, and
to make some sense from collected data sets. Ttigity involves consolidating,
reducing and interpreting what the intervieweesl said what the researcher saw and
heard — it is the period of bringing out meaningeifiam, 1998, p. 178). Data
collected from the individual interviews were laygm the form of field notes and tape-
recorded interviews. Thanalysisbegan with aarefultranscription of the interviews.
During this process, the names of the participantslocations were changed to protect
the participants’ identities. After transcriptiothe data was then organised and
interpreted by three concurrent flows of activigysuggested by Miles and Huberman
(1994, p. 10); reduction of data, display of datmclusion drawing and verification as

illustrated in Figure 3 below.
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Data
collectior

Data
reductior

Conclusions:
drawing/verifyinc

Figure 3. Components of data analysis: Interactieeel. (Miles & Huberman, 1994,
p.12).

After the data transcription, | first checked tleeponses given by each participant
to be sure that they provided answers to eachvietgritem as it could have happened
that a respondent failed to appropriately answguestion asked during the interview.
By so doing, | determined whether or not the predidesponses were in line with the
interview questions asked or also useful for prmgdadditional data, thereby excluding
data which was not related to the topic of my regeaollowing this checking step, the
preliminary analysis was done first by tallying tresponses of the eight principals to
the seven interview items. That means, for intevwitem one; all eight principals’
responses have been pulled together, the samentetiriew item two, and so on. After
this step, similarities and differences in the cesmes were identified. This step was
followed by the reduction of the data into categetio avoid redundancy.

The analysis was approached in the light of myaes$equestions and based on
the themes that emerged following the reductiomath. An inductive approach was
employed where categories and themes emerge frerdata instead of being dictated
prior to the collection of data. Some of the themesse common to all the eight
participants and other themes only to few participaHowever, all the themes which
emerged were included in the analysis so that edfulglata was left out or lost. The
data obtained from the seven interview items wdeguogether in order to answer the
four research questions of this study as follows: responses obtained from interview

item one answered research question one; data interview items two and four
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answered research question two; research questiea by items three and five, and
also the additional information on the difficulty translating theory to practice; and
finally, research question four was answered bystsix and 7a and b.

Following the step above, the results from therinésvs were finally grouped into
four themes, each of which answers one of the flesgarch questions. The themes are
as follows: () features where school principals’ leadership tzas arise more from;
(i) areas of training where emphasis is needgid; I[€éadership practices of school
principals and effect of training on principalsaptices; andi{) challenges principals
encounter in their schools and aspects of trainisgd to tackle the challenges.
Appendices 6-9, which represent tables 5-8, ilatstthe categorized responses of the
themes above.

The categorization of the data was not easy toemehas responses were varied
and difficult to be allocated appropriately. Howevafter several attempts and
following consultations with my supervisors, thedi themes and categories were
arrived at and are presented and discussed acgalitne four research questions in

chapter 6.
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6  FINDINGS AND DISCUSSIONS

In this chapter the findings obtained following tii&ta analysis and categorization are
presented and discussed. The four main themesgingsinbm this investigation aréey

sources of school principals’ leadership practities,most useful elements of principal
training programme, influence of training on prpads’ leadership practices (styles),
challenges faced by principals, and how training halped them overcome these
challenges. The framework and literature reviewadtlie study have been taken into

consideration in the course of writing this discoss

6.1 Basic characteristics of schools and career diles of principals

Appendix 5 summarises the basic characteristicsthef schools visited and the
professional background of the eight principaleimiewed. The youngest and oldest
schools were 16 and 137 years old respectively.séliools had between 15 and 50
teachers responsible for teaching about 32 to 48@ests. The majority of the

principals were males (75 %) while 25 % were fesialost of these respondents were
between the age group of 50-59. The eight prinsiped all undertaken training to
become teachers. They have all also attended traneed leadership training offered at
the Institute of Educational Leadership of Jyvaakyhiversity with only two of them

moving directly to this level without the bridgirogsic leadership training. Also, seven
of the respondents have taken some form of prafeakdevelopment while serving as
school principals. This professional developmens haainly taken the form of in-

service training, short courses lasting 1- 3 dagaching and mentoring.
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When asked about their motivation for undertakimgse leadership trainings, four
of the interviewees shared the same motivatiomdturning to the university to acquire
the advanced leadership training qualification.SEnevere their desire to work and their
love for the job of a school principal. They alsanted to acquire some theories on
leadership and how to lead people. However, therqgihincipals gave varied responses.
For instance, two wanted to make education bettetiie kids in school, while another
saw this as an opportunity for career advancemeeit.another respondent had the
desire to become a principal a long time ago, aheénvshe was promoted from a
teacher to a deputy head teacher, she then finkltyded to pursue the advanced
leadership course at the university. This serveda asotivation as she feels self-
actualised. Another principal said she needed azgtanal skills and thought further

training would enable her to acquire them.

6.2 Key sources of school principals’ leadership practies

The principals reported to the first research qardhat besides personal experiences,
knowledge gained from theory, practice, leadersind networking constitute major

sources of their leadership practices (see appé)diz discussed below.

Theory

Theory emerged as one of the main areas from wdeeater majority of principals
derive their leadership practices. Since some efptincipals need more theories of
leadership and guidelines to lead a school, thia sgreement to what Gamage et al.
(2009, p. 5) mentioned that in response to the gingrroles of principals, training and
on-going professional development are crucial tuaece effective leadership practices.
Some principals mentioned that during training,didates could be better prepared for
the challenges that are inherent in the core oba@cleadership. Also, in the course of
training, candidates shared their difficulties axgeriences with colleagues and could
also benefit from them. By so doing, this couldateea connection between visioning to
practical problems faced by principals. This isetgiven that principalship in today’s
and future schools is plagued with a paradigm shithe expectations of the roles of

principals (Hemmen, Edmonson & Slate, 2009, p. 6).
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Equally, it is mostly through the theories taughptincipals in training that these
changing expectations could be made known to ti@mand Orphanos (2011, p. 22)
therefore suggest that successful leadership tigsiprogrammes should have a well-
defined leadership theory for schools that bringgether the programme features,
including a set of knowledge, beliefs and valueswklver, Murphy (2005, pp. 5-6)
claims that although adequate theories would miag&estiucational world a better place,
as well as the leadership training programmes winigblies the production of more

effective graduates, theory without practice ig l&"bridge to nowhere" (p. 6).

Practice

Five principals mentioned that practice is equatly paramount importance to
candidates in principal training institutions. Hostance, principal D said that the
training should emphasisénore on practice’, further explaining that during his
advanced training, theory and practice had companakighting which to him was
good as one actually learns to be a successfutipahmostly through practice and no
short cuts. Simieou et al. (2010, p. 2) pointedtbat a lack of practical training may
result in graduates leading by trial and error tigtothe early years of their career and
only by so doing could they be able to acquiredgkjyerience that is needed to function
effectively. Another respondent emphasized the mapae of practice by mentioning
that a principal could be well read but still hapeoblems translating theory into
practice. To address this concern, some authores pi@posed that training programmes
could adopt field-based experiences as a centrlsf@nd high priority area in the
training of principals (Bottoms et al., 2003, p. Bhe types of practices that principals
could be offered during training as indicated bygpals in this study are mentoring,
coaching, practicum and internships. Many studiagehrevealed the benefits these
forms of practice could have to principals in tragh(Hobson, 2003, p. 6; Davis et al.,
2005, p. 17). This therefore goes to support tlaénd the respondents of this study
made that the mentoring and practicum exercisesthey had during their training
have been beneficial to them. Like the personahérathe mentor helps the candidate
in training to maintain a consistent and confidladus on the state-of-the-art in the
profession and managing shortcomings. Mentoringmadticum have the potential for
continuous learning because it offers ongoing stpaod feedback to the novice as
well as helping the mentor to challenge his/her @etential and to confront resistance

to change that usually comes with practice as tyones on. (Hobson, 2003, p. 3.)
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During leadership training in Finland, apart frome teachings on aspects of leadership,
educational administration and legislation, etacfpical field work sessions are also
organized, thus exposing students to real lifeitreal(Ministry of Education, Finland,
2007, p. 48).

Leadership

Beyer (2009, p. 3) pointed out that leadership aragoon programmes generally cover
aspects such as leadership skills, management mamuesources, problem-solving
skills, decision making, ethical reasoning etcotiyh which participants gain a lot and
it is translated to their practicesn this research, studies on different aspects of
leadership were considered key sources of fourcyats’ leadership practices in their
schools. Some principals exemplified this by sayihgt training has made them to
become good listeners as they now practice incdei@san work and collaboration, and
are able to manage human resources better thandidepefore training. All four
principals shared this latter view and some indiddhat they have mastered this aspect
by treating each staff as individuals and equitablgrgreaves et al. (2007, p. 7) are in
support of collaboration and team work, these astlahallenged school leaders to
develop and raise high level students’ performdnceorking with, learning from and
influencing the behaviours of others in and outhair schools. Harris (2004, p. 11) has
also pointed out that even though there are manyeflie to team work and
collaboration, leaders should watch out for basri@r order not to lose organizational
energy and time in the process.

Networking

Interviewees expressed the need for principalsaiming to create and maintain their
professional network to enable them to keep in liowtth other practitioners of the

core. In the same vain, Busch et al. (2005, p.ditpd in their study that during the
period of mentoring, peer learning and group disicuss that principals in training

engage in, this marks the best time for them tateraetworks that could be of positive
use in the future. One principal in this study caded that he belongs to a strong
network of practicing principals in the Nordic regi in Europe and that through
networking, they keep in constant touch with onetler, render advice to anyone in
need in that group and also share leadership dlugsigh the twitter social media

plattorm. He said that through this forum, membere aware of the current
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developments in the field of educational leaders@iher principals in this study have
used the networks they created especially duringtoneg to save serious situations in
their schools. These findings reflect that in pipie, school leadership education in
Finland is divided into preparatory and continuprgfessional education (Ministry of
Education Finland, 2007, p. 46; Varri & Alava, 20@5 8). Orr and Orphanos (2011, p.
22) also support the accession that programmeddslkontinue to provide both social
and professional support to their graduates. la Vuith the social model of motivation
by Mackay et al. (2007, p. 22), principals’ senséelonging, social integration and

recognition will increase through such interactions

Other sources of leadership practices
All participants interviewed in this study were hig qualified as they had been
teaching for at least five years and were all haldé a master degree and even a few of
them being doctorate degree holders. They haveefthrer accumulated a lot of
experiences over the years. However, principad Btill of the opinion that aspiring
candidates must demonstrate curiosity, motivatiod have some years of teaching
experience. Lashway (2003, p. 3) agrees that admissito most educational
leadership preparation programmes is usually basesklf-selection by the candidates,
"half-hearted” screening and little outreach ten&td individuals. Johnson (2007, p. 5)
recommends that before assuming the position ofreipal, the candidate must have
appropriate teacher training for the level of edioceand a master’s degree as a rule.
Considering the advanced educational leadershipiricathat all the participants
of this study had taken, some confirmed that thmission requirements into this
programme might not have been very strict. To thigicipal E indicated that they had
some inexperienced university graduates, vice-grats, and practicing principals in
their cohort. This finding is contrary to what A&y 2007, p. 34) mentioned that
practically most of the candidates admitted ints forogramme are already school
principals and the recruitment is quite selectBettoms et al. (2003, p. 3) therefore
suggest that training institutions single out ohligh-quality candidates who have
adequate knowledge of the curriculum and instractuith also the passion for helping
students meet high standards rather than admatingterested persons who may have
administrative credentials but lack leadershipritaeOn the contrary, Pont et al. (2008,
p. 11) still support the idea that initial leadepstraining be encouraged irrespective of

whether it is voluntary or mandatory.
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The participants of this study equally explaineat tiney acquired their leadership
practices based on the manner in which their tnginvas delivered, assessed and the
length of time they spent in training. Apart frorteading class sessions, participants
identified a number of other course delivery methalich as group discussions,
practicum sessions, and seminar presentations gdwvhich they shared their
knowledge with other principals and colleagues amdurn benefited from these
interactions. In the course of their training whitdsted on average 1.5 years,
standardized methods of assessing the studentigaisavere adopted mainly through
individualized report and essay writing along widedbacks as also reported by Orr
and Orphanos (2011, p. 22). However, principal pressed the desire that he would
have loved to be assessed by writing examinatiwhih is contrary to what pertains in

the Finnish educational system.

6.3 Need for future training

The second research gquestion sought responsegfditipants on areas of leadership
training where they thought more emphasis is neetledugh one participant said the
programme was quite balanced making it difficult fom to identify an area where

more emphasis should be laid, other respondentsifidée some areas for improvement

described and discussed below.

6.3.1 Needs for further training by principals

All respondents were of the opinion that the sgcistchanging so fast, and they face
challenges staying abreast with these changes. @bkyowledged that training in
certain domains to improve their skills/practicesneeded. Appendix 7 highlights the

reasons behind their need for further training.

Keeping pace with current trends
The field of education is changing due to advarinetechnology, changing societal
expectations and the forces of globalization. Hetlce expectations of what schools

should achieve keep changing over the years andforems of leadership to meet the
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educational challenges are required (Pont et @082p. 31, Gamage, 2003, p. 8).
Though the main goal of the university-level prpadi preparation programmes in
Finland is to meet the current challenges facingcational leadership in schools
(Alava, 2007, p. 34), all the principals interviestill expressed the desire to attend
further training to develop their skills to stayredst with contemporary changes in
education. Gamage (2006, p. 32) also reported ttatmajor challenge faced by
principals today is to appreciate the changingexistof educational leadership. Levine
(2005, p. 66) further acknowledged that it is tiieydor educational leadership training
programmes to address the area of skills and kmigelenecessary to lead today’s
schools. One study participant made referenceddabt that he is not perfect, while
another described himself as a lifelong learneith bloighlighting their needs for

additional knowledge especially from different ctrigs to better appreciate global
trends in education. Four other respondents acledwyed that more knowledge would
help them stay up to date and be able to followtithes. For these aspirations to be
fully realized, Grogan and Andrews (2002, pp. 238)2have called to mind the need
that training institutions and programmes have ddress the aspirations of future
schools and produce graduates who can promoteeteappment of good schools in

future.

Modern teaching methods

Today, several user-friendly information and commation technology (ICT) methods
and appliances are used as tools for teaching @achihg in schools (O'Neill &
Bottoms, 2001, p. 16). In the Finnish context,valg2007, p. 35) confirmed that in
addition to the classical teaching methods, theaded leadership training programme
whose graduates were sampled in this study alse aiseeb platform (Optima) and e-
learning groups guided by tutors in some instanidesvever, in this study, the need for
intensive ICTs and computer literacy courses fangppals in training as well as
teachers and students was still expressed by twiipants, including the use of social
multi media in teaching. A respondent observed #utitional training would enable
him to “learn to implement more interactive teaghmethods” as his pupils are very
comfortable with ICTs and this training could hdpild up his own capacity in this
area (principal A). Nicholson (2007, pp. 9-10) assgports the claim that children are
more comfortable using these ICTs, calling on edichers and school leaders to get

involved and develop their knowledge, capabiliaesl working skills of ICTs.
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Managing future challenges

The job of the principal is increasingly becomingrenchallenging and complex (U. S.
Department of Education, 2004, p. 2). Hale and i@ (2003, p. 13) reported that
principals require certain leadership skills todeguality schools in today’s complex
environments. Results from this research have igigtdd the need for school leaders to
acquire additional training to be able to adeqyateindle future challenges. Three
principals made reference to the unfortunate litadd that their schools will either be
merged (schools B and C) or have changed ownefsimp being a municipality to a
city school (school H). In the latter case, thigies reduced finances per head of
student. These participants envisaged that thghtneixperience challenges adapting to
the future school standards. These are in alighnvgh what is envisaged that due to
the massive restructuring programmes at the lewdIsboth the schools and
municipalities in Finland, many schools are goiodé closed or redesigned as a result
of the decreasing student population (Alava, 2@045).

Poor student behaviours, difficulties in managimg fimited resources, and
proposing innovations in schools and time scaneye other concerns addressed that
further training is needed for principals to und@nsl how these could be handled. For
instance, two respondents complained that it idicdif for them to adequately
distribute the limited resources in a manner thasdnot pose problems. Two more
interviewees said they face challenges when trymgropose innovations in their
schools. Principal E, for example, faces a chaleoigaccomplishing his tasks at their
appropriate time as he needs more time to condént teachers before decisions are
made while principal H complained of too many sntlaithgs she has to fit into her day.
Some authors have highlighted that new leaderatipnaanagement skills on strategic
planning would enable principals to overcome futahallenges and stay on course
(Gamage, 2003, p. 8; Alava, 2007, p. 45). Darestmti@r, Dunlap and Hvizdak (2000,
p. 72) have reported that certain training prograsirhave employed means such as
case studies and simulations to address challesigdar to those faced by principals in
today’s complex school environments. Amey (2005,/@1) however advocate that
programme developers should tailor principals’ nirsg towards addressing future

challenges in such complex environments.
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Professional development

A number of authors have pointed out that leadprdkivelopment should be treated as
a continuum, involving both formal and informal pesses that support all stages of
leadership practices (Davis et al., 2005, p. 2IntRd al., 2008, p. 11). Cheney and
Davis (2011, p. 22) also posit that policies bepps®ed which take into account early
career mentoring and tutoring and most especiallgaing professional development
and support for school principals. In line with $kereports, all the principals in this

study expressed their desire for more professioleakelopment courses which will

remind them of their training as they carry outithgractices. This confirms the

thoughts of Orr and Orphanos (2011, p. 22), wha gaofessional development

provides quality field opportunities to practiceetkheories of leadership learnt and
acquired skills under the guiding eyes of a mentor.

This could be more helpful to them as adult leaneespond more to
demonstration, modeling and learning by doing (Mdf 2003, p. 38), which justifies
why a respondent indicated that the training heldvauish to have for professional
development does not need to take the form of fbooarses to earn more credits. As
an example, he indicated that he has got many bimoksad and do individual studies
which he considers as further learning but thitksauld be worthwhile to take some
short courses. Another respondent was very posthae the city offers them many
updating days which apart from dealing with isssigsh as school regulations and laws,
also constitutes a forum where all principals wogkiat the same level of education
share their problems and difficulties, and agreeimiform standards to be implemented
in the various schools to enhance uniformity. Aseginner principal, she said
positively that these meetings have been very @akto her because she gets the
needed advice and mentoring from them. This tidé with Cheney and Davis (2011,
p. 11) proposing that tracking and administeringay necessary on-the-job training to

graduates of training programmes is necessary.

6.3.2 Areas for more emphasis by training institutions

Appendix 7 also contains some areas identifiedespondents which they believe have

to be emphasized by training institutions and dised below.
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Management of resources

The participants of this study emphasized that tf@ning components on the

management of human and financial resources beowedr For instance, principal A

said training should lay more emphasis ‘tvow to lead people since our staff is
growing older”. Another respondent further indicated that priatspshould be trained

to give more power to the teachers and trust thidmse would also be useful to them
as Finnish municipalities leave the financial maragnt of the school in the hands of
the principal and teachers (OECD, 2010, p. 127)o At al. (2006, p. 119) also

confirmed that apart from being educational leadéirsnish principals are the financial
managers, personnel managers or managers of thtsrestheir schools. Mbua (2003,

pp. 401-402) asserted that proper management ofamumsources and the limited
financial resources is essential in the school megdion and principals therefore need

adequate training in these domains.

Programme quality and teaching methods

Quality takes into consideration some dimensioks hesources and inputs, process,
content (curriculum), outputs and outcomes (ICI@n€e for Elementary Education,
2010, p. 7). Although school leadership trainingoires both quantity and quality,
there is an increasing demand for high quality @pal training programmes (Alava,
2007, p. 47). A principal in this study also comfg this fact indicating that the quality
of the advanced leadership training should be invgmoespecially replacing some
traditional methods with more modern teaching méshehich involve more practical
interactions. As evident from the results of thiady, the traditional theory-based
nature of leadership training programmes has alsen bheavily criticized in the
literature (Hale & Moorman, 2003, p. 19; Levine080p. 68). This participant further
claimed that courses in the basic leadership trgiprogramme were good but some
needed restructuring to make them more informatie.therefore opined that some
improvements need to be done also in the basietship training programme. Bottoms
et al. (2003, p. 3) recommend re-designing theesandf training programmes to lay
more emphasis on aspects of high-achieving sclsoels as curriculum, instruction and

student achievement.
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Organization of programme and programme structure

As theory is considered an essential componengaddrship training, three principals
in this study thought that this should be improv&thva (2007, p. 35) also thinks that
the university-level principal preparation progragsrin Finland are more theoretical,
even though with a broad framework that combinestétical knowledge and practical
skills. Participants in this study also pointedhe fact that Finnish training institutions
should equally adopt the use of school leadershgpature and theories of Finnish,
Nordic as well as of European origin. It was aksiberated by a participant that models
and examples from the field of education shouldebmulated rather than from the
business world. The same participant also callethertraining providers to uphold the
Finnish culture when selecting literature for uséraining principals in Finland.

Some of these propositions may be limited by #t that not much has been
written in this field pertaining to Finland, probgbbecause formal educational
leadership training for school principals is retaty recent in the country (Alava, 2007,
p. 29). Furthermore, Alava (2007, p. 48) states timy a few research studies have
been completed on Finnish school leadership, confg that their main source of
literature is from international research. Thistijfites the need for more home-based
literature on various aspects of school leaderdspthe knowledge that is being
generated through this study could equally be gdartance. Three other participants
mentioned that ample time should be allocated enctburse of training for interactions
and brainstorming in groups. Orr and Orphanos (20122) are in total support of this
suggestion as they mentioned programmes shouldeuéih active learning strategy that

merges theory and practice, and encourages reffecti

Networking

Networking is an essential tool used to supporgyoials and teachers at all stages of
their professional career, and members involvedrnofessional networks stand to

benefit a lot (Strachan, 2003, p. 38) as alreadgrilged in section 6.2. In this research,
though networking with other practitioners of th@ecis helping principals’ leadership

practices, they expressed the need that progranshesld create and maintain

international cooperation with other universitiadding that tutor principals could stay

in touch with the principals in training and thaiting institutions even after the

tutoring periods. This is a pertinent issue asa# been reported that very little or no

networking exists between the different leaderstigaining providers in Finland,
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although the Institute of Educational Leadershigp ingplace firm collaboration contacts
with China, Norway and the USA (Ministry of Eduaat] Finland, 2007, pp. 45-50).
Both home-based and international collaborationsvdsen the training institutions
would make a difference in encouraging networkilmgthis light, principal training

institutions in Finland are currently expandingithiaternational collaboration with

other institutions worldwide (Alava, 2007, p. 48owever, more is still to be done
nationally.

Principals in this study also expressed that imgimstitutions should encourage
their candidates to participate in professionalies networks in order to benefit from
the newest and latest ideas about leading. Thisctefthe fact that schools in Finland
are known to be very small (Alava, 2007, p. 6), algb supported by data from this
present study (section 6.1). This therefore imptles potential size of a principal’s
network especially within central Finland beingatelely small. Though not all
members of a principal’s network must be teachergprmcipals, most of them will
inevitably belong to this group. Pont et al. (200810) encourage the idea that schools
should collaborate with others as this could bbegefits to the whole school systems.
These authors further encourage school leadersewelap their skills to become
involved in matters beyond their school borders.

6.4 Influence of training on leadership practices foprincipals

The third research objective of this study was geeas the impact of training on the
leadership practices of school principals. The sasps obtained under this research

guestion are presented and discussed in this sBectio

6.4.1 Impact of training on principal’s effectiveness

The respondents all reported positive improvemantdeir practices. They expressed
pertinent contributions which they have attributedhe trainings they had taken. For
instance, one participant indicated how she presthetter than her former headmaster
with whom she had worked as a teacher as trairiisgehabled her to look beyond the
old traditional styles of leadership she observeith Wwer former headmaster. She was
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resolute on the fact that after undergoing thentngi, she developed some new future
oriented ideas. Appendix 8 summarises the influeficeining on leadership practices.

From principalship to leadership

All of the respondents indicated positive influenoé training on their leadership styles
and practices in schools. They mentioned thatitrgiwas kind of a catalyst that helped
to transform their practices from that of mere stng principals to the great school
leaders which they are today. This was especiallg for those who had no formal
educational leadership training before taking upgypalship. In this regard, principal B
narrated how he had almost no experience whendrgedthis career as a principal
mentioning that although he used to observe hisdsosvork, it is virtually a very
different ball game when put into it yourself tatlea school”? He added that when he
carries out his leadership practices, his staff tbay he has changed and he wonders
how a programme can have so many positive influienoehis practices.

However, he believes that the positive remarksuab@ practices are true. This
confirms informal reports that the programmes hdna a positive impact on
candidates’ career advancement (Alava, 2007, p.L3®rature for the past decade on
educational administration has emphasized a shifbles for school leaders from that
of managing the schools to incorporating activitiest would benefit student learning
(OECD, 2009, p. 192). Training is capable of prawd school leaders with the
necessary guidance characteristic of the tasksesmbnsibilities of an effective school
leader, as well as indicating the essence of scleadlership as leadership for student
learning (Pont et al., 2008, p. 10).

Broader understanding of leadership

Guidance provided to candidates through trainisg aténders the principals in training

with a broader understanding of school leadersHigs is one theme that emerged as an
influence of the training in this study. Four pipals mentioned that training was

influential to the leadership theories they esppasel styles they now practice. The

respondents of schools D and G said the whole psobelped broaden their thinking

and granted them a wider background in differetiasions they encounter in their

every day practices. Principal D added that theerewmany influences but most

especially his leadership self esteem grew aftersthdies and he feels self growth and

feelings of accomplishment in himself.



71

Generally, in Finland where the teacher qualifarais quite high, the theories of
leadership that the principals studied during thening made them know that they do
not have to dictate everything to the kind of pssienals that the Finnish teachers are,
but instead, they have to involve them into diakgdecision making and shared
leadership. This is what interviewed principalsgiice in their schools, and the results
speak for themselves. They have been able to eo#ies to participate in leadership

by fostering cooperation and building trust (Kou&eBosner, 2007, p. 42).

Understanding and leading ‘self’

Six principals in this study evaluated that theyd len increased understanding of
themselves after they graduated from their leadershining course, which marked a
point of breakthrough for them in their careerseyihad to figure out their leadership
philosophies and personal values as individuals laaders during the training and
made these known to their staff. This is contribgitto enable them to maintain this
position as principals up to this time. One of thesspondents said that when he took
his basic training, it was good but it still didtrrepare him adequately to become an
effective principal, adding that it was only aftee advanced training that he became
more aware of himself and knew what to do and wb&to do in certain circumstances
to avoid problems. It is also in keeping with wkatuzes and Posner (2007, p. 54) put
forward that for school leaders to clearly commatectheir personal values, makes a
significant difference in the behaviour of theilldavers and of themselves, and this
usually marks commitment by all involved. Likewisiee confidence that develops after
the training as one is well prepared and bettdeduor the job of a school leader was

also remarkable in the responses of the principals.

6.4.2 Areas of training with profound influence on pripais

The informants reported three major areas of tnginvhich had profound influences on

their leadership as also shown in appendix 8.

Programme structure
One of my research questions was to inquire fragmptimcipals into the domain of their
training that has influenced them the most in hbeytcarry out their daily duties of
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leading the schools. Among other responses the mastrent were the programme
structure, the learning on leadership, and thereemtaining process. As the trainings
they underwent were typically a combination of tlyeand practice, they thought these
two put together have had invaluable influencestlmir leadership. To cite a few:
“theories on strategic thinking and planningVere of profound influence to principal
C. For principal G'the theory and the practicemade much difference. Principal B
reported that the take home assignments and coorsegsearch skills and essay
writing were of valuable impact to him. He mentidrtbat his leadership has drawn so
much influence from reading the books. He furthed sl got the inner peace that |
wanted more leadership theories to help in my pecacand | got it in the advanced
training”. To him, the homework assignments that were gteebe completed before
the following meeting were good as well, even tholg complained that they were
hard to complete, but he could not deny the faat tihhey helped his research and essay
writing skills.

Beyer (2009, pp. 2-3) supports that combining ehagtities in school leadership
preparation programmes enhances the ability ofaddeaders to work more effectively
towards the support and improvement of educatieypsiems. Furthermore, he pointed
that educational leadership preparation programmesld be well enhanced by
integrating theories from educational, governmemd gocial organizations together.
Also, integrating these components provides preaadtfuture school leaders with a
better understanding of the range of influencey tlave as educational leaders, both in
their schools and in the society (Darling-HammoraRointe, Meyerson & Orr, 2007,

p. 4).

Training on leadership

The leadership theories that training institutiteech also had a greater impact on most
of the respondents of this study. Theories ofethégadership, visionary leadership and
transformational leadership styles, human resoleedership, pedagogic leadership
considered to be the most vital in schools by talé Moorman (2003, pp. 13-14) were
reported by four study participants to be of profdunfluence to them. Additionally,
one respondent reported that studies on decisidingan schools greatly influenced
him. An effective school leader as theory holdoie who is able to set a proper
direction for his/her school, be willing to develbis/her staff and facilitate the teaching

and learning process by ensuring an entire rangergdnizational conditions that
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enhance rather than inhibit learning (DeVita, 20053). Most of the respondents of
this study have been able to demonstrate the abevthis is reflected in the high
performance of Finnish school students in inteomatily administered examinations
(Aho et al., 2006, p. 121).

Entire training process

Besides the above mentioned aspects of the leaddraining that were of absolute

influence to the participants of this study, sorgaadly could not tie down the impact of

their training to only one or two aspects but neméd that the entire training as a
whole has had a positive impact on their leaderghngetices. This implies that when

they assess their leadership capacity and compteiter the training, they are happy

it was worthwhile to have taken such a programme.

6.4.3 Impact of training on leadership styles of prin¢spa

The education literature is very rich on descripgicof different leadership styles.
Gamage, Adams and McCormack (2009, p. 11) haveftireridentified many different
leadership styles which are useful for schools sashvisionary leadership, shared
leadership, change leadership, transactional am$formational leadership, ethical as
well as authentic leadership styles. Given thatctimeent research also had as an aim to
investigate the influence of training on principasadership practices, it was just
logical to also find out the impact of the trainiag their leadership styles considering
that practices and styles are two sides of the semme The findings of this study
revealed that the training has impacted signifigaoh the leadership styles of all the
principals as shown in appendix 8. The varied lestdp practices they reported in the
interviews have been discussed using the claskadership styles and also Kouzes
and Posner’s (2007) five practices and ten comnmtsef leadership depicted in table
2 (section 3.4)

Visionary leadership
In the interviews, the principals’ statements conéd that visionary leadership (Ryan,
2008, p. 7) or what Kouzes and Posner (2007, pgpl7)6consider as inspiring the

shared vision was reported by four participating@pals. For example, two principals
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A and D claimed that now they are more future dadnn their leadership practices.
Principal A added that he tries to involve hisfstafshare his leadership dreams, while
principal D called himself dflexible visionary leader’. These also confirm the
assertion of Balcerek (1999, p. 21) that principataild employ their leadership
practices and skills to inspire stakeholders, caoimgi them to the school’s strategic
plans. Principal F indicated that his approach wHfiomary leadership centers on
speculating on the future and sharing ideas with $taff so that all necessary
adjustments could be made in good time to handledwchallenges. He also used the
metaphor of the airplane pilot who uses a compassdeking his way to his destination
and said‘a pilot who does not know where he is going wildeup in a catastrophic
situation”. To him, his compass in this case is visionindgeading the school. This is
also in line with the strategic planning reportgd@Gamage (2003, pp. 8-9) as he said
planning enables school leaders to be future @tkab that adjustments could be made

in time to suit the circumstances at hand.

Collaborative and shared leadership

Kouzes and Posner (2007, p. 242) mentioned thdatmration is critical for achieving
and sustaining high performance”. The same authdded that “teamwork, trust and
empowerment are essential elements of a leaddod’efibid, p. 21). All these were
reflected in the principals’ responses, given esjilgahat the notion of hierarchy does
not have a place in the educational domain toddlyre&pondents reported practicing
collaborative and shared leadership in their schamdding that they give more
responsibilities to the teachers in a bid to shhedr leadership, thereby encouraging
teacher leadership. Some principals made referemdbe fact that they know they
cannot do all on their own, hence involve teaclard students in areas of leadership
where they are competent. Respondents mentionedréla¢éion of working groups in
their schools with each having a particular tasgedorm.

In the same light, principal E pointed out thatréhés no leader who can do
everything single handedly, while the responderdatifool F said he believed so much
on dialogue, interactions and communications fertdams to succeed. Two principals,
A and C said their practice of shared leadershipased entirely on trust, knowing that
they are working with specialists in their own aeBrincipal A further explainedi
trust the teachers who lead certain areas in ourost and so far none of them has

betrayed my trust. | do not have to check them éwaugh | have little fears that they
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can take matters into their own handRyan (2008, p. 9) also supports the fact that
democratic leaders are good listeners, ask forlpsopiews and mediate the different
opinions effectively while encouraging collaborati@and teamwork. The findings
presented here completely meet the criteria of wtae and Moorman (2003, p. 13)
call features of good educational leadership.

Transformational leadership

Though all principals said they practice sharedléeship in their schools, it does not
suffice to give added responsibilities to teacheithout assisting them to be able to
perform the new roles. A leading role of the pnoatiis to support staff development by
seeking to provide teachers with skills, materiklmwledge and resources needed for
them to engage in learning activities (Kelley et aD05, p. 23). As observed in this
study, principals made reference to practicingdf@mational leadership styles. Two of
the respondents added that they achieve this byngndkeir schools a community of
learners. Principal B helps teachers to get theles@rofessional development, gives
more responsibilities to them, makes their jobeyaasind through discussions, they try to
figure out how to modernize their school to med¢tifel needs. By enabling other school
stakeholders to act and bring out the best of tb@mpetences, these school leaders
create a strong sense of empowerment among tladir(Kbuzes & Posner, 2007, p.
19).

Leadership practice of visibility

In this study, five principals indicated that theining made them maintain high
visibility in school. To illustrate, principals Bhd D mentioned that they maintain high
contact with their colleagues and students, lisig@ind providing them with necessary
support. Principal G also articulated that he hatasy informal discussions with his
staff and pupils. These strategies enable pringiftabe able to detect and resolve any

challenges as soon as possible (Gamage, 2003;9p. 8

6.5 Challenges and how to overcome them

To respond to the fourth research question, alitaigterviewees raised one challenge
or the other which they currently faced in exeaytiheir functions as depicted in
appendix 9. These challenges are presented angsdest below.
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6.5.1 Challenges faced by principals

Diversity in school and poor students’ behaviour
Half of the interviewees had faced certain probleftng to large school sizes and
multiculturalism. The problems in schools A and ferev quite daunting as these
principals said their schools are made up of alt&iof students and parents. Principal
D mentioned that his main challenges come from lgedte explained with regrets that
he had real problems proposing innovations. Praidipalso had faced the problem of
implementing changes and that things were donelth&ashioned way in her school as
some people were unwilling to accept improvemewigh differences in ideas and
cultures, there are bound to be many opinions daggra decision and it becomes
incumbent on the principal to be able to blendwaeous ideas to settle at options that
are favourable to all. Henze (2000, p. 2) suppihits accession that an effective leader
in a school will have as a goal to blend the calt@nd linguistic differences for the
good of the teachers and students. Only after waicigethis goal will a safe and
respectful environment that supports high quaégching and learning be guaranteed in
the schools.

Literature is clear on that understanding the lehgks in multicultural teams is
one step forward in handling and managing them f@ekern & Brett, 2006, p. 235).
A principal in this situation must first be able toderstand and lead him/herself, be
culturally aware of the differences in his/her teand also develop the interpersonal
competences between him/herself and his/her teadnamong team members. All these
take a lot of time and some principals may not everable to get to that interpersonal
level (Belbin, 1993). There were also instancepaxr behaviours on the part of some
students in some of the schools visited. This veg®nted to pose a challenge as these
students were unwilling to stay with their peers aarticipate in a task that had been

assigned to them.

Declining student population and future uncertagsti

The challenge posed by the declining student ptipulehas also generated future
uncertainties in the leadership of four principédshools are constructed to educate
children, but in the event that the students whmleto study are not up to a certain

number to get the school running, it is either goia be closed down or merged as
reported by 50% of the respondents of this studigh\is state of affairs, Aho et al.
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(2006, p. 28) reported that in Finland, after tleed@d World War, there was a massive
launch of a school-building programme as well dstal restructuring of the curricula.
Also, the number of pupils attending grammar schawireased considerably due to the
‘baby boom’ after the war (ibid, p. 68). Howeves,gathered from principal E, the birth
rate in Finland today is far less than what wa®mnega back then and this is the main
reason why schools that were created then do ngetohmave adequate student
enrolment. This trend has long term repercussieng keaves principals uncertain if
their schools will continue to operate in the long as separate schools as it is today, or
be merged with another in the near future. Furtioeemthey are not very sure about
their positions as principals in the event thatrteehools eventually become merged.

Limited resources
In Finland, schools are funded by the state (Ahal.e2006, p. 104), however, because
of the decentralized system; the management ofi¢iahresources in the schools is left
in the hands of the municipalities (Alava, 20077p. This decentralization was made
possible at the beginning of the 1990s but laterethvas a global recession that forced
education authorities to cut down on the budgeto(Adt al., 2006, p. 86). The
interviewee of school G mentioned th&bm a very broad perspective, resources are
always the problem”adding that he faced difficulties on how to dizite the available
resources to enhance the best possible educatidnefstudents. Two interviewees said
that some of the schools in Jyvaskyla area losistatis of municipality schools and
now belong to the city because of the mergers gomm Finland. Three municipalities
from around Jyvaskyla were merged, which meanscestifunding per head of student
that has accompanied this shift. This is suppdotethe report of Aho et al. (2006, p.
105).

Furthermore, the new act (The Finnish Local Gowemnt Act No. 578/2006 of
26 June 2006) limits further subsidies only to theost sparsely populated
municipalities; this would force municipalities tadjust their school networks to
respond to the dwindling population of school-agbddren (Aho et al., p. 104). This
change of ownership of their schools and reducedifig per-head of student was of
particular concern to principals G and H in thigsdst To support this, Alava (2007, p.
45) pointed out that not only small schools aregpenerged but that currently, Finland
is faced with a situation where smaller municipedithave also been merged in trying to

form larger and financially more sustainable ones.
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Time limitation

Three informants also faced challenges posed bg limitation; principals have been
reported to perform a variety of roles as highkghby literature. These different roles
and tasks could be in setting and communicatingacboals, pedagogic leadership,
staying up-to-date, long range planning, providoogicrete development plans for the
school, creating a good working climate, sharingdaeic responsibilities, and creating
a positive school image among others (Alava, 2pp727-28). More time is needed in
a situation where shared leadership prevails #iseixase of all the schools visited to
gather data for this research. In this case, thexglenty of discussions before arriving
at a decision. This can sometimes leave the pateipith some tasks unattended to at
the close of the day, which may explain why Porale{2008, p. 28) reported that the
leadership roles of the principals have expandediatensified over the past years and

the workload goes beyond what one individual cartassfully achieve.

Rapid changes in education

Given that all respondents of this study attestedhe rapid changes plaguing the
educational domain today, equally due to the irsinggly changing school society, the
influence of globalization, principals said theseaineed to catch up with these changes.
To handle these challenges, Gamage et al. (2008) pold that principals have to
properly understand the magnitude of the changesrder to lead and adjust their
leadership practices accordingly. For instancectialenges posed by inadequate skills
of most teachers to use modern multimedia tookadditate learning is a domain that
principals have to prioritize to handle becausekilds of today are more alert to these
methods of learning such that if the teachers doenploy them, they will turn to the
society to teach them, and this might lead to asrottoncern whether they will be
taught pedagogically useful knowledge by non-acacenin a survey conducted in the
United States that sought to find out from printspahat activities they usually carry
out with the use of technology, the researchersdainat the most successful school
principals are those who have gone beyond justisgneimails to compete with the
students in facebook or creating and managing ‘pacs’. They are very comfortable
with technology and willing to try out the most ateed manipulations. (O’'Neill &
Bottoms, 2001, p. 6) This finding is unlike what sheespondents of this study reported

of their level of use of technology.
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6.5.2 Using aspects of training to overcome challenges

The curriculum of the leadership training programatethe University of Jyvaskyla
incorporates different aspects such as educatieaalership, educational policy and
decision-making, educational administration, leggish and financing, the evaluation of
education, and individual and organizational comication (Alava, 2007, pp. 34-35),
which participants in this study said helped thematldress certain challenges (see
appendix 9).

Theory

Some respondents indicated that the theory gainedgltraining had been of much use
in their leadership. By theory here the principafighis study meant all that was learnt
in the classroom during their period of trainingo$tl of the respondents of this study
were passionate in enumerating the influences kbadiership and organizational

theories had on them during their training. Onernviewee had therefore been able to
apply the knowledge gained on school legislatiohdlp him in his school to overcome

challenges that came up in this area. Another @patnt mentioned that certain books
he read during training were helping him so muctabee he now has to look at all the
dimensions taking a decision. Beyer (2009, p. §ues that the incorporation of school
leadership and management theory in the literdaught to school leadership aspirants
should be used as a basis for their proper prepardthis equally supports the idea that
schools use a shared knowledge based on leadéhngloify in building and maintaining

effective educational leadership practices.

Strategic planning

Many authors have reported that strategic planmdgch is usually part of the
leadership training curriculum has a lot of advgatafor the potential principals. Apart
from equipping them with knowledge and skills neede succeed in challenging
circumstances (US Department of Education, 2004,5;p.Alava, 2007, p. 45),
knowledge of strategic planning also helps scheatiérs to be future oriented so that
adjustments could be made in time to suit the oistances at hand, hence overcoming
turbulent challenges which confront them every @gmage, 2003, pp. 8-9). Time, a
very precious commodity in schools would be limitedot properly managed (Good,

2008, p. 46). This could be a compelling reason wiey principals in this study all
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agreed that in the course of their training theguaed knowledge which is helping

them plan adequately and manage their time welb f@gpondents said they organized
well as certain tasks need to be done at speatiest For instance, respondent G stated
that he tries not to accumulate tasks but managds the tasks at an appropriate time,
sometimes by shutting his door in order to focussome important tasks or to meet a

given deadline.

Leadership models

The programmes which the study participants atteédel studies on leadership as one
of the main components of their training (Alavap2pp. 34). This could justify the
reason why participants agreed that these aspectsehabled them with skills of
tackling challenges. For example, principal C meaference to courses she offered on
strategic planning that were helping her a loten practice today. Principals C, D and
H all indicated they practiced visionary leadershgpen door policy and shared
leadership. In addition, C said she shared herelsag with the school’s core leader
team. Other respondents reported using a varietyleaflership approaches in
overcoming their professional challenges.

Apart from treating everyone equally and indivilllpa (individualized
consideration) as mentioned by principals D anddthe also employed documentation
skills in filing essential material so that theyeaeasily accessible when needed.
Principal E just like D indicated how they maintahhigh visibility in school. By being
there, they held informal meetings with their s&@fid students, motivating them in the
process. By putting into practice the differentdieship styles learned during training,
principals were able to overcome the challengesda8pecifically, respondent C said
by visioning and working in a team they were ableffectively implement the school’s

strategic plans as supported by Gamage (2003, p. 9)

Effective communication and networking

Effective communication by the school principalsuisavoidable in schools (Gamage,
2003, p. 12). In addition, the same author replotthat the main challenge that is faced
by principals nowadays is to appreciate the changontexts of educational leadership
and improve their ability to communicate with theokledge that they are no longer
the sole authority but are in partnership with otstakeholders (ibid, p. 32). As such,
communication constitutes an essential part of clcheadership training in Finland
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(Alava, 2007, p. 34). Thus informants outlined hothey utilize effective
communication skills learned from training to ereatilem overcome certain leadership
challenges. Although achieving perfection in comioation is impossible (Gamage,
2003, p. 13), some principals mentioned how thegpkesgular contact via email and
facebook with their colleagues to share ideas, evbthers use the telephone to get
assistance from peers or mentors. By putting ingkuch an effective communication
network, principals are able to exchange infornmatin how to cope with the

challenges they face.

6.6 How principals evaluate their effectiveness

The Finnish school system does not have the toaditor high-stakes assessment
(OECD, 2010, p. 127), as all forms of inspectiamschools were abolished in the late
1990s and self-evaluation introduced and left ia tlands of education providers,
schools and municipalities (Alava, 2007, pp. 46-4IMough a survey of principals’
effectiveness in schools in Finland has not beergcted owing to the relatively short
history of principal preparation programmes (Alag2@07, p. 34), the respondents of
this study considered themselves as very effedol®ol leaders. In practical terms,
self-evaluations of their effectiveness are a guouiiative because apart from letting
others know the successes of the principals and $lkool, priority areas of school
improvement plans are also made known (Gamage,, 20&3.

Most principals interviewed view their level off@ftiveness using the measuring
rods of improved student learning and parents’ llm/eave their kids enrolled in their
schools. Principal A has implemented the stratdgtaying close to the kids in order to
impact on their learning. Two other principals ddesed that they were effective as
parents still continue to send their kids to tlseinools. Principal H pointed out that the
community around their school found them effectiwel had entered into an excellent
working relationship with them. Although a diveysdf attitudes, interests, expectations
and personalities exists in every school (Gama@632p. 5), it is evident from these
findings that trust, confidence and good workinkgtienships have been built between
the internal and external communities of the schodls echoed by the study
participants, it is also clear that they practiothtpeople- and task-oriented behaviours
described by Blake and Mouton (1964) in their s¢tioand all these go a long way to
increase the schools’ effectiveness and naturtélét, of the principals.
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7/ CONCLUSIONS AND RECOMMENDATIONS

The conclusions drawn in this study are presemteflis chapter followed by a review
of the research process. Equally, some recommemdatare stated and finally,

implications for future research given.

7.1 Conclusions

This research assessed the influence of princip@siing on their leadership practices
in Central Finland. The goal of the study has baehieved through the research
questions stated in section 5.1. Based on thenfysdirom this research, the following

conclusions have been drawn.

Evidence shows that school principals acquire tle@idership practices from four main
sources of their training such as theory, practleedership and networking with

colleagues. Over time, leadership practices ame gdgned from personal experiences
and through interactions with their peers and sufpam colleagues.

Principals in Finland are highly qualified professals but nevertheless, they still need
additional training in order to lead their schooisre effectively. Further training will
sharpen their skills to better appreciate the cimgngontexts of educational leadership
and management of future challenges. As careera@went is a continuous process,
principals need additional training to be comfoleatvorking with new technologies

and implementing them in teaching and learnindpeirtschools.
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Many positive attributes have been identified witle advanced leadership training
programme at the University of Jyvaskyla. Howeweme very essential aspects of the
programme need to be improved. Apart from upgradive programme quality and
incorporating modern teaching methods, training ponents on human and financial
resources management also need improvement. ldvedso be important to revamp
the programme organization and create more sublainimcal and international
collaborations with other training institutions whi will encourage participation in

professional learning networks.

The findings also revealed that training positivetypacted on the effectiveness and
leadership practices of principals, with progranstrecture and training on leadership
being the most influential aspects of training.ifiray is considered to be a kind of
‘catalyst’ necessary for principals’ career advanmest. Apart from being able to

identify their personal values and lead the -‘selffaining also broadens the
understanding of principals on tasks and respditgbi characteristic of effective

school leadership. With training, principals aréeab foster cooperation and build trust

within their colleagues and between themselvestagid staff.

As a result of training, principals are competenpracticing varied leadership styles
such as visionary, collaborative and shared, Vigiband transformational leadership
styles in their schools. Principals are more fodvioking and inspire other school
stakeholders to be involved in realizing their salostrategic plans. They believe so
much on teamwork as they share and entrust in ¢esclis well as students with
positions of responsibility, empowering them in precess. School leaders also exhibit
leadership of visibility in schools and as such abée to quickly detect and resolve

impending problems.

As in every organization, principals also face anbar of challenges in their day to day
career. In terms of job related factors, princigadd relatively large and highly diverse
schools difficult to manage. The decision-makinggasss in school is often lengthy,
which consumes an enormous amount of time as m@injooas are considered before a
compromise is reached. Apart from some studentsbigixiy recalcitrant behaviours,
reductions in school budgets as a result of chafigehool ownership makes it difficult

for a school’s strategic plans to be fully implernsgh On the other hand, natural factors
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such as the dwindling student population requinmgrging of smaller schools, causes
principals to be uncertain about the future ofrtipeisitions.

However, principals are able to apply knowledgeuaeg from their leadership training
to address some of the above-mentioned challenfes. programme components
related to building and maintaining theoretical Wiexige, as well as practical skills is
helping them enormously when they are confronteith wroblems. Knowledge from
organizational theories and school leadership nsodath as visioning, working in
teams, strategic planning and effective commurocatare easily employed by
principals to curb certain issues plaguing the gm@unctioning of their schools.

On the whole, school principals in Central Finlacwhsider themselves to be very
effective in leading their schools to success. Tlmywe succeeded to build an
atmosphere of trust, confidence and good workitegiomships with all school partners,

hence improving students’ learning.

Finally, this whole endeavour has been summarired concept map (see Figure 4
below) consisting of three different levels. Thegnamme factors include the different
training providers and types of trainings offeradFinland. As a model, the advanced
training entry requirements are mentioned. Therwet@ng factors include the training
proper, the interaction and transformation thaeaeld principals go through during
training and their motivational drives. Some feasturof a successful training
programme are equally stated and how recruitmeomslucted after training. The last
level constitutes the outcome, challenges faceprimgipals, how training enables them
to address these challenges, their need for futthigring, and the impact of training on

the leadership styles of graduates.

7.2 Review of the research process

Following my motivation detailed in the last paragin of the introduction of this study
and from the time of conception of the study, a hamof things came to my mind.
Most importantly, the concept of principal trainimgs new to me, and considering the

fact that this study was to be conducted in a aguatilturally different from mine



85

meant a lot of considerations to be taken on my. parad to immerse myself in an
international literature search including that ahrfish origin. Through the pilot

literature searches, the feasibility of this stwds weighed.
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programine principals Iy U | Netwo dhiny De;'mn} i -
High quality and Done b'» the municipal || Buildige P;U fossional Lm-leref ;: L m'gb E
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eh ' tiench | Life long learning £
I:Ia';e some peculiar Citizenship || Lectures/theory Onpoiiy B
features. No discrimination : Mentoring, advancane;lr
i tutoring/practice
1
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Challenges faced Addressing challenges | it adiet oot
by principals Strategic planning ! | Able to commmaicate .
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trends Effective communication ' | Ovosmisational dkiiis principals
Diversity at school Studies on leadership and E Teatmi wodeskills \"1sionar_v. g
Decline in student organizational theory . | | To adaptto changes i society |, Shared built on frust g
enrolment . Koowledge of leadershipmodels | 1| g.ag thinking on aspects of = Chang:e leadership - ,E,
Reduced funding | leadership Tramml_ﬂmifoml : E g
Poor stodents ! | Identification of self philosophy Autheatic and ethical N
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Keep to pace with cumrent trend i | Enhances effective leadership
Modem teaching methods * | Improved student learning
Managing feature challenges
Professional development

Figure 4. Concept map of the study.

Reliability and validity in the research

At an early stage of this study, | considered thkdity as pointed out by Whittemore,
Chase and Mandle (2001, p. 527), which meant tleéinpinary searches offered an
immediate understanding of the topic under conaitar, making it sound well

founded before embarking onto it. This was to cdtar the question raised by
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Whittemore et al. (2001, p. 534) for a proper resedo demonstrate evidence of
critical appraisal. After being sure of what | neddn this study, | came up with a
tentative research topic which underwent compledastormation and was reshaped
over time, especially in the course of our reseamhinars. Next, during combined and
interactive sessions organized with home-basectipafs and also during our school
visits, | spoke to a handful of them about the @g@n for my study, telling that the
principals were going to be my potential particifgam gained so much encouragement
from them especially on the fact that the researab worth conducting since most of
them understand and speak good English. Finallysapervisors assured me that this
study would be relevant in the Finnish context amthe training providers as it would
shed some light on how their graduates carry oeir thractices and on areas where
more training is desired. This was done to refleetexperiences of the participants and
the context in which they practice their leadersh@mother aspect of primary criteria of
validity.

The next step was coming up with a research propleaawas never too easy as
my academic writing skills were not so developeenthAfter many attempts and with
the constant guidance from my supervisors and ddweeidty staff, | picked up slowly
and gained speed. This phase laid the foundatiothi® study to be completed as it was
very thorough even though very slow. With the psgpl had to make formal contacts
with the potential participants during which tinteetsecretary of the Institute and my
supervisors were very instrumental as they actedasskeepers for me, making the
initial contacts through phone calls.

Originally, my intention was to conduct three foeds group interviews
constituting of five principals each but after tlmev acceptance rate of only eight
principals, this aim could not be realised and Il & my plan ‘B’, which was
individual interviews. The focused group discussiaould have been most appropriate
here because this would have provided the pringiffad opportunity to talk and share
their experiences freely with one another and | ididnave gained much richer data in
the course of their interaction. This was also meolestrained by the long distances
between the schools of the principals who accefatgxrticipate in the study. | foresaw
that bringing them together to a common place and for the focus group discussion
would have posed great problems. This was becdusefree time schedules for
interviews provided to me by the principals wereryveontrasting with no two

principals sharing the same time slots.
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Notwithstanding, through individual interviews akeleping field notes, | did all |
could to gain as much information as possible ybjprg and asking many related
questions to get responses for all my interviemgeAfter all interviews, | took time to
listen to the tapes many times before beginningrérescription. During this time, a lot
of expert advice was sought from my supervisors somde senior students on how to
proceed. The transcription process was long andri@ass. Then was the task of
analysing the transcripts to obtain main themetserAd series of advising sessions with
my supervisors on this and with so much reflectom hard work on my part, four
main themes were arrived at each representingeanas question. After the themes
were arrived at, the findings convincingly answeafldny research questions as there
was data saturation. All the four themes fit nicielgether and the process used and the
findings are quite in line with each other.

Haven identified these themes, | had to start hfregh writing the theoretical
framework and literature review or restructuring\pously written sections considering
that it was an inductive study. This step was teliless demanding as my research
proposal and themes from my data guided my searcheiw literature. The chapter on
the research method was also updated during ths.tiThe findings were next
presented and discussed, conclusions written amhm@endations for further research
in the same area of research advanced. Interndityalas achieved in this study as all
the conclusions that have been drawn answer allrésearch questions. It is also
consoling that my findings from the Finnish contésée appendices 6 — 9) were in line
with published studies on principals’ training ahdw it impacts on their practices
conducted in Scotland, Australia and the UnitedteStaThis justifies the notion of
reliability defined by Golafshani (2003, p. 597) the extent to which findings are
consistent over a period of time and if the resoitthe study can be reproduced.

This research was generally to enquire from thacgrals who had undertaken
any form of formal training (described in sectiad)ao prepare them for their career in
leadership and the influence the training has eir ffractices and no particular training
was considered more important than the other. &g, it is also important to mention
that this study never intended to focus on the aded leadership training, nor was it
aimed at evaluating it. This was just one of thenyntrainings that the principals had
undertaken and the most recent for most of themiatt, at the time of the data
collection one respondent was still enrolled irs fhiogramme. This being the case, they

drew many references and most of their examples experiences came from this
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programme probably because it was the most ret¢eyt had completed and their
memories were still very fresh and easily remenhefidhey equally gave examples

from different trainings and especially from onypiprofessional development.

Ethical considerations

In every research work, the researcher is requoddke into consideration a number of
ethical issues. In qualitative studies, ethicalbpgms that were unintended may likely
emerge in the course of data collection and reglidtsemination. (Merriam, 1998, p.
213.) From the review of literature and writing thie theoretical framework, ethical
considerations on scientific writing and refereigcimere taken into consideration. All
material not originally mine has been adequatetgdcior acknowledged and credits
given to where it is due. During the entire reskgnocess and before the conducting of
the interviews, several ethical issues were consileto ensure that all study
participants were free from harm. During the infednconsent process, details about
the study, research objectives, study design aggatential harm that might endanger
the research participants’ privacy were disclosedhe participants. Each participant
read and had the opportunity to ask questions wardied before signing the informed
consent form which was also signed by the resesremel each of whom retained a
copy of the signed form. By signing, the participaactknowledged that his/her
participation was completely voluntary. (NeumanQ&0p. 135.)

During the interviews, the informants were encoadhtp talk freely, openly and
to comment on all aspects of the interview. All theerviews were audio taped upon
agreement with the interviewees to obtain a vembaicord of the interview. Special
attention was given to confidentiality and anonynaibhd the study did not encroach into
the privacy of participants. Before the interviemoger, | told the interviewees that the
data would not be disclosed for any other purpagefdr that of my research. In the
event that | would have to disclose any aspecipuld/need to obtain their permission.
They were also made to feel safe without fear abmutise of names or other identifiers
during the interview, data analysis and reportingit (Creswell, 2004, p. 369.) Since it
is likely that this research would be submittedhte University of Jyvaskyla Library
either electronically or other means, and becaustehd to publish this study in a peer
reviewed academic journal, the names of the ppéditds and schools were coded not to
be identified
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Only two people - the researcher and the partitipamne present in the interview
room during the interview, thus eliminating thirérpes from interfering with the
interviews. A pdf version of the final report whle sent to the participants via emails
for them to have a look on the material they cbuoted. There was equally cultural
sensitivity in place especially during the timeméking contacts and also during the
time of the interviews. Coming from an entirely fdient culture from that of my
participants posed a natural challenge to me aasl isure what | could do to gain
their trust. From the time the interview questiamsre formulated, there were some
items that were ambiguous to the Finnish context dfter a scrutiny from my
supervisors and also the pilot testing, the coimastmade rendered clearer meanings. |
used formal language during all interviews and oglestions that were aimed at
enabling me to accomplish the aim of my study wasked and there was as little
digression from the research focus as possible.

| contacted my participants after being introdu¢cedhem by my supervisors.
Those who could patrticipate indicated it and wearaged for an appropriate time that
was to their convenience, participation was volgntand the participants were told that
they could discontinue their participation any titteey would deem necessary. All
interviews were conducted in English and | am awhed English not being the first
language in Finland, it is possible that the un@@ding in certain instances would have
been blurred both ways. Notwithstanding, sincedtiuely used face-to-face interviews,
there was the possibility for immediate clarificatias the interview proceeded, and
questions were reframed in the event that they weiginally not understood. It is
equally true that most of the available literaturehis domain of principal training in
the Finnish context is in Finnish, and given that lavel of understanding of this
language is very low, | might have missed valudddme based literature to enrich this
study. Nevertheless, | was helped a number of tnwiths English translations of some
very vital material. This way, | got the most imgort aspects incorporated and
reported.

As a whole this thesis writing process has beeragnificent learning experience
for me, each turn along the way coming with newllehges. This has been engaging,
intriguing and interesting. It provoked thoughtsadbng within me so that | could not

just stop but wanted to see the end.
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7.3 Recommendations

Even though the results of Finnish schools are \gagd as reflected in the PISA
assessments, to sustain or even improve upon tassks, a lot has to be done by the
training providers in preparing current and futschool leaders. Based on the findings,

some recommendations and implications for furteeearch are presented.

Most training programmes need to re-design thefuctire and curriculum to
incorporate more interactive teaching methods amdaioulum which would better
prepare principals to tackle present and futureosickeadership challenges. In the
course of training, candidates’ suggestions coelddmpled from time to time and the
information gathered could assist programmes ateémenting timely adjustments to
improve the teaching and learning process of catesd Policies should be
implemented to ensure regularovision of leadership training as well as proiesal
development courses for Finnish principals as iseaily the case for teachers. This
could be the responsibility of a single or a fewpders such as the National Board of
Education or state universities, as this could ensiandardization of the training
offered to candidates. It is also essential fer éstablished networks and cooperation
between local as well as international educatiamsltutions to be improved and many

more created.

7.4 Implication for further research

The results presented in this thesis have provatesvers to all the research questions
and serve as a basis for further studies in thea.dt is worth mentioning that not all
aspects of this topic have been covered in thisishd~urther research could be
conducted with a larger sample size of practicinggpals to assess the effectiveness

of educational leadership training in Finland.

On the long term, a more comprehensive study ineglgraduates from the different
leadership training programmes in Finland coulccbeducted to assess the individual
contributions of the different programmes to thediership practices of graduates. Such
a study would generate more extensive data fronclwbeértain features of quality may

be identified and promoted.
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Appendix 2. Research permit request.
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writing my Master’s thesis on the topic An exploration into the applicability of school
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Appendix 3. Letter of informed consent.

[ Date ]

Letter of Informed Consent

The Principal,

[ Name and address of school ].

Dear Mr. or Mrs, ———————,

Thank you very much for agreeing to take part in the Individual Interview session on [dafe] at
[Time]. 1 appreciate vour taking the time from your busy working day to participate in the
discussion.

As you have been informed. the purpose of this interview is to enable me to collect data for my
Master’s Thesis on the topic An exploration into the applicability of school principals’
training on the principals® leadership practices in Finland.

With your permission. the interview will be audio-recorded as this will enable me to check the
accuracy of my note taking. All recorded material will be destroyed after the publication of the
study. All discussions will be presented anonymously in the thesis. You may, at any time,
withdraw yourself from the study by simply indicating your intention to withdraw. I will email to
you a pdf copy of this master thesis when it is ready.

The research findings may be used in presentations and publications as part of the dissemination
of the research. If you require any further information or explanation, please confact me (email:
ajshkako(@student.jyu.fi. tel. 0417294496 or director Jukka Alava of the Institute of Educational
Leadership in the University of Jyviskyld (tel. 358-14-260 1897/ 358-40-7380134. email:
jukka.alava@edu.jyu.fi).

Research Consent
I have read and understood the conditions under which I will participate in this individual
interview and give my consent fo be a participant and to have the discussion audio-recorded.

I agree that any data contributed by me may be published according to the above principles.

Signature; Signature:
[Wame of principal] Montua Kakon Ajua Shantal
(Participant) (Researcher)

Date: Date:




Appendix 4. Checklist / interview questions.

CHECKLIST / INTERVIEW QUESTIONS

Topic of Master’s Thesis:

AN EXPLORATION INTO THE APPLICABILITY OF SCHOOL PRINCIPALS’
TRAINING ON THE PRINCIPALS® LEADERSHIP PRACTICES IN FINLAND.

Career Life of the Principal School statistics

1. Age range: Age of school
30-39 40— 49 Number of teachers
50— 59 60 and above Number of students
2. Were you a teacher before you became a principal / assistant principal? Yes /No:

3. Number of years teaching before taking on leadership position

Lh

. Number of years working as principal
. Where did you do your teacher/leadership training?

=

Interview Questions

1. What are the different educational leadership fraining programmes you have
undertaken?

1b. Are there different kinds of training yon have at different stages of your career

2. What do you think are the key features of successtul principal training programmes?

Do you think the leadership training you underwent has had any influence (positive or

L

negative) on your leadership? If so how? If not. why not?

4. As a graduate. which areas or aspects of leadership fraining programmes can you
identify where more emphasis should be laid?

5 (a). What were the key areas of the training programme that have profound influence on

your leadership style(s) or practice(s)?

5 (b). How would you describe your leadership style(s) or practice(s)

6. Do you see any needs for fufure training to enhance your leadership practice?

7 (a). What challenges do you face in performing your duties?

7 (b). What aspects of training did you use to overcome them?
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Appendix 5. Characteristics of schools visited and princijpierviewed.

School statistics Characteristics of principals
School /' Ageof No. of No. of Gender  Age range No. of No. of years
Principal ~ school  teachers  students (vears) years as as principal
(vears) teacher
A 137 15 206 Male 50-59 07 16
B 16 20 195 Male 50 - 59 20 07
C 39 22 32 Female 50-59 05 07
D 16 21 190 Male 40-49 12 04
E 60 25 260 Male 30:-39 08 03
F 17 50 480 Male 50-59 16 13
G 38 18 118 Male 40 - 49 07 09
H 51 30 315 Female 40 - 49 20 02




Appendix 6. Key features of school principals’ leadershipcpiczes.
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Train on challenges faced by principals
Train to be able to adapt the learning to

Theory ,
age of pupils
e Probe candidates share the difficulties
o (Create a connection between visioning fo
practical problems
e More on practice
. . = 3 o v ) d
Practice P1alct1c11111 for longer periods _
e Guide where to look for solutions to
problems
e Mentoring and mioring
e Train principals to be good listeners
Leadership ° Tra;n to lead different Kinds of people
e Train on team work
e [earning something about the ‘self’
e Shared leadership built on trust
e To respond to individual needs of
candidates (change leadership)
¢ Managing human resources
e Infernational cooperation with other
Networking Universities
Personal experiences
Other sources Qualifications and motivations of other
candidates
e MNethods of course delivery. assessment

and duration of training
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Appendix 7. Need for future training and areas for more ersgha

Needs for further training by principals

e How fo follow the times
Keeping pace with e Stay on top of the rapid changes in education today
current frends e The society is changing
e Challenges to stay abreast with current changes
e More knowledge to appreciate global trends
¢ Modern theories or aspects of leading an organisation
e To learn to implement more interactive teaching
Modern teaching methods methods
The influences and use of social media on teaching
On ICTs and computer literacy for teachers and
students
Managing future Uncertainty about the future
challenges To make life more meaningful
To continue to read the books
Need for more short courses or mentoring
Professional development s Courses to address practical issues

Areas for more emphasis by training institutions

Management of resources

Management of human resources are to be emphasised
Financial issues of the school

o Management of resources. for example “More training
on how to lead people since our staff is growing older™
{Principal A)
e Train principals to give more powers to the teachers
Programme quality and e Quality of fraining programme should be improved
teaching method Reduced lecture and more of modern ways of teaching
e More practical interactions
e Theories
Organization of e Less writing assignments
programime o MNore time to work in groups
* Guidelines on how courses should be structured
e Models more from education rather than business
sector
e Use literature and theories from our own context
(Nordic in origin)
More literature of educational leadership from Europe
The Finnish culture should be upheld
Networking * Creation of professional learning network
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Appendix 8. Influence of training on leadership practicepohcipals.

Impact of training en principal’s effectiveness

From principalship fo * Had almost no experience when I started my leadership
leadership e This was taken before T was ready to lead a school
Unbelievable the kind of influence a programme could
have on me

o My staff say I have changed for good after the training

Gave me the needed theories on leadership
Broader understanding e TIdeas on laws of education has much profound
of leadership influences
e The practice was more beneficial to me
Group discussions with other principals
Broaden my thinking and gave a wider background

e Became more aware of myself only after advanced
Understanding and training

leading ‘self” Dimensions of leadership (personal type)

Develop areas where I was weak in

Much profound influence on my leadership philosophy
Made me to appreciate how different people think
Made me know what I should do and what not to
Made me know what I dislike and what can get me
angry, these I avoid

Kind of eye opener to me

‘Open doors’ I did not know how to open
Kind of ‘wash machine’ to me

‘Was some kind of furning point in my career

Breakthrough in career

Areas of training with profound influence on principals

Theory and practice
Programme structire e Theories and the books
o The home works

* Figuring out my own leadership philosophy

Training on leadership e Studies of personal values as opposed to organisational
values

Studies on decision making in schools

Visionary thinking

Theories on strategic thinking and planning

e All learning connected to leadership
Entire training process ¢ Whole training process that influenced them
e (Could not tie the influence to a particular area
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Appendix 8 [continuation

Impact of training on leadership styles of principals

Visionary leadership More of a visionary
Forward looking
Want to speculate and change ideas (visionary)

Helped me develop visionary thinking

Collaberative and shared
leadersiip

Aware I cannot do all on my own

Shared leadership through teacher empowerment
Leadership based on trust

Give more responsibilities to the teachers

Participative and democratic leadership styles

Also a team leader

Use and believe in dialogue

Believe in interactions. communication and negotiations

Transformational leadership Try to make school a community of learners
Encourage teachers to grow

Help teachers to acquire the professional development
they need

Tries to make the job of teachers easier

Resource provider

Leadership practice of visibility A zood listener

Maintain contact with my colleagues

Try to be informal in my discussions

Have more time for teachers and students now
Respond immediately to threats

Makes me treat every teacher as individuals just as they
are
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Appendix 9. Challenges and how to overcome them.

Challenges faced by principals

Diversity in school

e To blend the different ways of reasoning and opinions

e Managing different people

e Difficult to settle at options that will satisfy all

e To find out what motivates my pupils and provide that to
them

e In proposing an innovation

e Our school is highly multicultural

e Problems posed by multiculturalism

e Fighting racism at school and including ideas of minority
groups

e To be aware of what is happening in other parts in the world

Students’ poor
behaviour

e Poor behaviour of students from time to time
¢ To make students learn to live with others and in different
places

Declining students’
population and future
uncertainties

e The declining student population

e Our school no longer belong to the municipality

e Our school will be merged with another next year

e How we should change to meet the future school standard

e This merging comes with major changes and problems of
adjustment

Limited resources

e Resources are always limited
e Difficulty on distributing the available resources

Time limitation

e Scarcity of time

e Need enough time to concert with teachers before a decision
is made

e Some teachers might not do their job the way I would like
them to do

e Too many small things I have to fit in my day

Rapid changes in
education

¢ Rapid changes in education
e Rapid technological changes that cannot be controlled at all
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Appendix 9 [continuation

Using aspects of training to overcome challenges

e Theory. the classics on seven styles to see things

Theory e The idea about basic laws [school legislations]

e Learning to master and develop myself [Leading ‘self’]

e My personality type I found out during training and it is
helping [Personality type]

¢ Tomanage to do my tasks at their proper time
Strategic planning ¢ Sometimes. I shut my door to focus on some important tasks

Looking at all dimensions before decision making

Leadership models e Visioning and formation of core leader team

e By being there for the teachers and students as much as I can
- (leadership of visibility)

e To file very important document close at hand to easily get

to them

Maintain an open door policy

Informal meetings with staff and students

Listening to the perspectives of other people

Equality of treatment with no exceptions

Shared leadership

Treat all individually

Trust that I can change ideas

e Communicating in an infernational language as our school is
Effective highly multicultural

communicafion and e To call mentor in times of trouble
Netwarking

e The whole process helped me
Program structure e To see the big picture




