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1 INTRODUCTION

Against the background of knowledge-based socéesyccessful school is no longer an
isolated kingdom ruled by a single heroic princi(@pillane, 2006). Instead, collective
wisdoms and shared responsibilities are the kematés contributing to the school’s
sustainable development. According to the scholaree source of the collective
wisdom is teachers’ professional initiatives. lhetwords, a successful school relies on
teachers’ teaching capacity as well as their couation to the school leadership.
(Murphy, 2005; Copland, 2003; Donaldson, 2001; I8pd, Diamond & Jita, 2000)
Jackson (2004) perceives distributed leadershi@ asluable instrument of school
improvement. The strengths of distributed leadgrstre based on its flexibility and
adaptability.

This study focuses on the distributed leadershiphan Chinese context. After
studying educational administration and leaderghighina and Finland for more than
eight years, | found that the concept of distridutsadership was rather alien to most of
the school practitioners in China. Although digitdd leadership has been studied in
many western societal systems such as the UnisgdsSand the United Kingdom, there
are many blind spots in comparative and internati@udies (Bush & Bell, 2002).
Therefore, my ambition is to explore the practidedestributed leadership in the

Chinese context by presenting three real-life chsdies.
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1.1 Research focuses and research questions

Paradox: Distributed leadership is unlikely to happen if schools stay as they are.
Schools are unlikely to transform themselves without distribution of leadership roles.
(Jackson, 2004. p. 1)

There are two research focuses in this study: @nthe principals’ empowerment
strategies; the other is the Chinese school canteotiose these two research focuses
based on the previous research findings: Firsplackh argue that the Chinese principals
are not well prepared to empower their teachersanneffective way (Xiao, 2003;
Suleiman & Moore, 1997). Second, the excessive @dchoreaucracy and hierarchy
prevent teachers from taking on additional respmiitses. However, the Chinese
schools have experienced a series of reforms omostlased curriculum and
decentralization in school administration from thel-1990s till now. (Zhong & Yang,
2006) During the same time, school principals aedchers are experiencing the
transformation. New features of school leadersimrge from the practice. (Zhang,
2008) Thus, in this thesis | aim at presenting éhesw leadership features in three
Chinese schools.

The line of enquiry of this thesis is based arothelfollowing research question:
How can distributed leadership improve teachersifssfficacy level through effective
empowerment strategies @hinese schools?

The topic research question crystallizes this siatty four sub-questions: What
are the features of Chinese school leadership @ nfanifestation of distributed
leadership? What kinds of empowerment strategiesuaed by school principals in
practice? How do teacher leaders perceive prin€igsghpowerment? Lastly, in what

aspects can distributed leadership improve teactadfsefficacy levels?
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1.2 Research methods

In this study, the mixed methods are applied tdecblthe empirical data from three
Chinese schools in Shanghai. Two professors froen Sacondary School Principal
Training Centre helped me in selecting the resealglcts according to my research
design. Based on the earlier studies conductedamgli&a and his colleagues (Bandura,
1994, 1997; Bandura & Walters, 1959, 1963), a dqomsaire was designed to assess
teachers’ self-efficacy levels from four perspeesiv decision making, professional
growth, interpersonal relationships & cooperationd &chool culture. Semi-structured
interviews with school principals, Communist Paggcretaries, and teachers were
adopted to collect the stories concerning prineipather interactions in real school
settings. | also spent a few days in two reseachbals, observing the staff meeting and
teachers’ research seminars. In order to get maokdoound information about the
schools, | collected and studied the school doctsnepromotion materials, and

websites.

1.3 Significance of the study

This thesis attempts to make its contribution talsala better understanding of
distributed leadership in the Chinese context. ddvecept of distributed leadership was
established and developed in many western cour{8iane, Halverson & Diamond,
2001). The previous studies point out that distadueadership has become more and
more popular among the practitioners because uiges a practical tool for the school
leaders to diagnose the situations and build flexieadership teams accordingly.
(Gronn, 2008; Harris, 2005; Spillane, et al., 200Mgvertheless, in many Chinese
schools Confucianism and the political utilitarismi are deeply rooted in the school

values such as respect for the seniority and sh@ehrchy. (Leng, 2005) On top of that,
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there is a trend of power decentralization atelkls, from the central government to
the local schools and from the school principatdachers. (Shen, 2004; Xiao, 2003)
These two features make the Chinese school leageas$pecial context and it is my
strong interest to examine how distributed leadpriinctions in this environment.

In the three case studies | present the personaglges, crises, dialogues, best
practice, and conflicts in the school daily praeti@hrough these real-life stories, I
analyze the promoting factors and the barriersnpiémenting distributed leadership in
Chinese schools. At the end of the thesis, | pteen limitations of my study and

provide the recommendations to the future studiesrelated field.



2 RESEARCH CONTEXT

This chapter is structured into three interrelapedts. The first part centres on the
constitution of Chinese school leadership, the &csection contextualizes the
principal accountability system within the settimigthe school decentralization reform.
In the third part, | discuss the challenges andusions faced by school practitioners

and the existing forms of inner-school cooperation.

2.1 Four key players in Chinese school leadership system

For the last six decades, the People’s Republ€hiia has witnessed a chain of school
leadership reforms. There are two main indicatoe§inchg the nature of school
leadership in different stages: the Party govereaws. the principal governance;
centralism vs. democracy. After the foundation led People’s Republic of China in
1949, schools were governed by a school committeasisting of teacher
representatives and student representatives. THmlsprincipal was assigned by the
local government. In 1953, the central governmestaldished the principal
accountability system which shifted the politicsvred governance to the learning-
centred governance. It also regulated that the QamstParty played a supportive role
in schools. However, the prototype of the princigacountability system was

overthrown during the Cultural Revolution from 19661976. All the major decisions
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within school needed to be approved by the ComnmuRasty representatives. (Xiao,
2003)

One milestone is the re-establishment of the puadcaccountability system in
1985. This system implies that the school princtplés the full responsibilities for the
school affairs, the Party secretaries superviseptiver use, and the staff committee
participates in the democratic management. (Del&aPaine, 1991) Figure 1 shows the
internal relations among the four key players i@ @hinese school leadership system,
including the principal, Communist Party represews, the local educational bureau,

and the staff committee. (Zhao, Ni, Qiu, Yang & Aba2008)

Local Educational
Bureau
Party Staff
Secretary Committee
Curriculum Financial
and Pedagogy Resources

FIGURE 1 Figure 1 School leadership system in China
Source: Zhao, Ni, Qiu, Yang & Zhang (2008).

The key components in Figure 1 play the followintgs:

Principal: Under the principal accountability system in Chaeschools, the
school principal takes full responsibilities ovletinstruction, personnel, and finance.
The staff committee along with the Communist Pactymmittee supervises the
principal’s power. (Ministry of Education of Peojlé&kepublic of China, 1995) Within
the school administrative structure, usually thare two to three vice principals to
assist the principal in managing the classroomhieg¢ student disciplines, moral

education, and logistics. (Zhang, 2008; Su, AdanMiginberg, 2000)
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Communist Party SecretaryThe Communist Party secretary supervises the
implementation of the educational policies at tbleosl level. In many cases, the Party
secretary is also in charge of the moral educafitre Communist Party has a strong
influence on the personnel management. Especiallgeiecting the teacher leaders,
teachers who are the Communist Party members yduale bigger chances to get a
promotion. (Zhao et al., 2008)

Local Educational Bureau:As the basic administrative unit, the Local
Educational Bureau allocates the funds to schaolsel as appoints the public school
principals. (Ministry of Education of People’s R@tia of China, 1995)

Staff CommitteeThe Staff Committee, along with the Communist P&egretary,
supervises principal’s power in the school. The ooitee also provides teachers with
advice and feedback to their career development ¥taff Committee protects
teachers’ legitimate rights and interests. (Sh€042 Ministry of Education of People’s

Republic of China, 1993)

2.2 Principal’s authorities in Chinese schools

Communist Party of the China Central Committee glatith the State Council (1993)
regulated that the principal accountability systshmall be widely applied in the
secondary and lower education. To be more speeaifschool principal now has the full
power to hire and dismiss the school administratiordiire and fire teachers and staff,
to make decisions on the school administrative irgffato supervise the teaching
activities, to reward or punish the teachers aaff,sind finally, to make decisions on
the use of the school funds (Xiao, 2000; Lin, 1993}he following section, | introduce
the three key authorities owned by the Chinesecjprats.

Principal’s Authority on CurriculumDifferent from most western educational
systems, the current principal accountability sysie China is relatively hierarchical

and centralized. The Ministry of Education designsnified curriculum, syllabus, and
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standardized examinations. The province-level gawents publish the textbooks and
teaching materials. (Oplatka, 2004; Zhao et. 808}

In 2002, the Ministry of Education initiated thegleih curriculum reform which
put the “decentralization, diversification, and anamy” on the agenda. School
principals are held accountable to the local edocal bureau to implement the new
national curriculum. At the same time, schoolseareouraged to develop school-based
curricula as the supplementation. Therefore, thensfiormation in policy gives
principals more autonomy and authority over thericulum development. (Zhong &
Yang, 2006; Huang, 2002)

Principal’s Authority on PersonnePrincipals have full authority over teachers
and staff in respect to recruitment, evaluatioackéeng hours, promotion, and salary
(Zhao et. al., 2008). Due to the increasing yeftitéth autonomy on the curriculum,
school principals insert their influence on pedagalgrough organizing classroom
teaching (Oplatka, 2004). Good principals know Hownatch the right teachers to the
right students (Ryan, Xiao & Merry, 1998).

In Chinese schools, the most common ways to acaimtthe intellectual capital
are as follows: First, principals attract the té&dehteachers by offering higher salaries
and better work conditions. Second, principals @evfree training programs in
exchange of teachers’ long-term work contracts whin school. Third, principals give
teachers the official leadership positions sucthassubject leader or the vice principal.
(Zhao et. al., 2008; Cheng, 1995)

Principal’s Authority on Financeln addition to the intellectual capital, Chinese
school principals also have full responsibilities building the financial capital (Zhao
et. al., 2008). Especially in the compulsory edwraphase, the funding from the local
government is insufficient. With the aim of attiagtmore highly qualified teachers and
better students, principals have to seek for ofteding sources. (DeLany & Paine,
1991) Hence, fundraising has become a critical lwiéipafor an effective principal.
Basically, there are three ways to generate extémancial resource. First, the school

enrols more back-door high-priced students who gdga school-choice fees. Second,
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the school seeks for sponsors from the entreprereguron-governmental organizations.
Third, the school makes money through business asch grocery store, a printing
house, a publishing press and a cafeteria. (Ryaal,,1998; Ligget, Johnston & Wang,
1997).

Above all, Chinese principals take responsibilifi@scurriculum implementation
and personnel administration. On top of that, folianmanagement is also a key

capacity owned by the school principals.

2.3 Five leadership styles applied by Chinese principals

Zhang (2008) summarized five leadership styles Wwhace commonly applied by

Chinese principals. What is worth mentioning heréhat a principal’s influence on the
school performance is carried out through formatatihe school vision and mission,
supporting the teaching and learning, as well aatorg a supportive environment and
culture. However, according to Zhang, a princip&adership style does not have a
direct impact on students’ academic performancsteld, teachers who are heavily
involved in daily class teaching are the main intfactor.

The Patriarchal Leadership Styl&@he principal who displays a patriarchal style
has the absolute authority in the school. In otherds, one single principal makes all
the decisions for the school. In some cases, ti@ascprincipal also holds the
concurrent position as the Communist Party segrefar a result, a lack of supervision
leads to the abuse of power, dictatorship, and eatation in school. A patriarchal
principal who has blind faith in authority puts priis henchmen in the key positions.
Consequently, other teachers hold a negative @dtitowards daily work under the
climate of distrust and unfairness. (Zhang, 2008)

The Democratic Leadership Styl@he leadership philosophy shared by the
democratic leaders is that “the school’s owner$tglongs to everyone. The school is a

big family. The prosperity of the school makes mel fproud; while the collapse of the
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school makes me feel ashamed” (Zhang, 2008, p.. F96in school administrators to

teachers, everyone feels belonging to the schduos fiype of principals is open to the

changes. They optimize the internal and exterrsdueces, appreciate the constructive
feedbacks from others, and value the collectivelans. (Zhang, 2008)

The Doctrine of the Mean Leadership Styldie doctrine of the mean is the
quintessence of Confucianism. Legge (1893, p.1®rpneted it as “maintain balance
and harmony from directing the mind to a stateasfstant equilibrium and stick to it.”
Self-discipline, modesty, empathy, and fairness #we key characteristics of the
principals who believe in the doctrine of the me&he school solidarity and harmony
are the upmost goals pursued by these principalsir Tirst concern is to maintain the
balance and harmony among different stakehold2har(g, 2008)

The Innovative Leadership Styl@he innovative principals have their own
leadership philosophies. They encourage life-loegriing, critical thinking, and
teachers’ initiatives in the school. The charaster$ displayed by these innovative
principals are passionate, inspiring, creative, @ager to break the conformism.
However, sometimes the innovative leaders are oducive to the collective wisdom.
They refuse to take others’ opinions into consitienaand finally lose teachers’ support
and trust. The innovative principals are risk takétowever, if their creative ideas are
made without the solid understanding and suppornfthe teachers, it may lead to
confusion and crises. (Zhang, 2008)

The Administrative Leadership StylEhe administrative style refers to the school
leaders who tend to display more administrativectiom than leadership. They are
preoccupied by hosting the visitors, processingotigger work, and networking with the
stakeholders. The administrative principals ovepleasize the managerial and
administrative affairs. As a result, they only paysmall amount of attention to the

teaching and learning. (Zhang, 2008; Oplatka, 2004)



3 THEORETICAL FRAMEWORK AND KEY
CONCEPTS

This chapter focuses on the theoretical framewatkch guides the research direction
and the determinants. A theoretical framework ise& of interrelated concepts or
theories related to the research question (Bordge®89). In this study, the theoretical
framework examines the relationship between thdriiiged leadership and the
teachers’ self-efficacy through the glasses of stlempowerment. The key concepts,
including thedistributed leadership, school empowermetd teachers’ self-efficacy,

are defined by the author based on an extenseratitre review.

3.1 Theoretical framework

Earlier studies have shown a positive correlatietwieen school empowerment and
teachers’ professionalism (Boglera & Somech, 20®dants & Prieur, 1996; Chow,

1995). Therefore, school leaders are consciouslkisg for the more effective ways to
increase teachers’ intrinsic motivation. In additim that, there also exists a positive
correlation between distributed leadership andhesst self-efficacy in western schools
(Spillane, 2005; Gronn, 2002; Spillane, HalversonD8amond, 2001; Bandura &

Adams, 1977).

However, in this study my research interest falistloe Chinese school context.
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Figure 2 is the theoretical framework | applied tms study which connects the

distributed leadership, school empowerment, anchixa’ self-efficacy.

Distributed Teachers’
Leadership Self-efficacy

Empirical Data
From 3 Chinese schools

School Empowerment

FIGURE 2 Theoretical framework

With the help of the theoretical framework, | willy to answer my research question:
How can distributed leadership improve teachersifsafficacy level through effective

empowerment strategies @hinese schools™ order to achieve this, | collected the
empirical evidence from three Chinese schools amalyaed the quantitative and
qualitative data from three perspectives which digtributed leadership, teacher

empowerment, and teachers’ self-efficacy.

3.2 Distributed leadership

In the traditional leadership model, power flowsnfr top to down through a
hierarchical ladder. A successful leader is oftdrelled as a charismatic and heroic role
model. (Spillane, 2005) Transformational leadershgs become a popular theme,
which emphasizes an encouraging, harmonious, dridakteadership tie within the
organization (Bass, 1998; Bass & Avolio, 1994; Byrh978). “Power bases are linked

not as counter weights but as mutual support tef jommon purpose” (Burns, 1978, p.
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20). However, both the traditional leadership maaled the transformational approach
focus on the “leader” per se (Leithwood & JantA9Q). Leaders’ inborn traits and
acquired skills have been widely studied in numerstudies (Northouse, 2007).
Nevertheless, distributed leadership provides neva lens to observe the leader-
follower relationship (Spillane, 2005; Woods, 20@istributed leadership is built upon
the participants' contributions to the participgitdecision making. Research focused on
distributed leadership has weathered an initiajestaf conceptual exploration and now

it goes into an empirical test phase. (Gronn, 2008)
3.2.1 Distributed leadership: An evolving concept

In 1954 the Australian social psychologist Gibb goeed the term *“distributed
leadership” for the first time. He argued that ogvito the personnel fluidity and
fluctuated influence, people with specialist knadge or expertise would develop their
own working patterns by dispersing the leadersfi@bb, 1954) The rudiment of
distributed leadership can also be traced backeterFDrucker (1959), who raised the
notion of the “knowledge worker”. Drucker pointedtahat a company's continued
existence relied upon employees’ contribution. yalaand highly skilled workforce is a
decisive competitive advantage in many successfg@rozations (Bolman & Deal,
2003). From the 1950s to the 1960s, the continganoygel of leadership research
showed that the relative importance of interpersoakationships or task objectives
depended on the situations (Fiedler, 1964). Inttaesformational leadership studies,
Burns (1978) and Bass (1998) depicted an idealirztsformational leader who won
trust, admiration, and respect from the followerke importance of vision and the
meaning of work were seen as big motives. Fromig88s to the 2000s, leadership was
understood as an organizational resource, a curalltthe organizational illnesses
(Ogawa & Bossert, 1995; Pounder, Ogawa, & Adam95)19Leadership, taking the
place of administration or management, has coneetivd centre of the organizational
research. In contrast to the traditional inward aggament system, leadership focuses

on the vision (common good, big picture), individugemotions, needs, motivation), as
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well as on the community (teamwork, coalition). (t€o, 1990)

Then Spillane, Halverson and Diamond’s (2001) madedistributed leadership
shifted the research focus one more time, from rglsi leader’s behaviour to
organization-wide activities. It is assumed thacteng and learning should be the
premier focus of the school. In this sense, thestfiiuted perspective on
leadership...stretched over social and situationatecds of the school” (Spillane, et al.,
2001, p. 23). It guides the school principals ia thagnosis of their daily work, to think
strategically, and to explore teachers’ expert@mfin, 2008; Spillane, 2006). Scholars
argue that distributed leadership theory is basadpmctising school leadership
(Spillane, 2006). Studies show that leadership dlesady been distributed to some
extent in our schools, in terms of multiple destgddeaders, informal leaders, and site-
based management (Archer, 2004; Spillane et a&1X2M™However, scholars agree that it
is still too early to affirm a causal relationshyetween distributed leadership with
students’ performance (Leithwood, Mascall, Stra&ssks, Memon & Yashkina, 2009;
Harris & Muijs, 2004; Spillane et al., 2001). Teacheadership, as one perspective of
distributed leadership, also calls for more conteragy, fine-grained studies to examine
the relationship between school empowerment aradhézs’ self-efficacy (Harris, 2005;
York-Barr & Duke, 2004). The ultimate challenge fdf the leadership theories is to
improve the practice. Reviewing the literature,réghes an urgent need to enrich the
empirical evidence of distributed leadership inraader context, such as Asia (York-

Barr & Duke, 2004). Table 1 summarizes the conegptution of distributed leadership.



TABLE 1 Summary of concept evolution and future @lepment

Time Research Key Words Points of View
Representative
1954 C. A Gibb “Distributed  leadership” in  social Distributing leadership promotes specialists’ potential and capacity.
psychology
1959 P F. Drucker  Knowledge worker Aknowledgeable workforce 1s a crucial asset for the successful organization.

19508 to 1970s | F. E. Fiedler Contingency model of leadership

1970s onwards | J. M. Burns Transformational leadership
B. M. Bass

19905 to 2000s | Ogawaet, al.  Shift from management to leadership
P. I. Kotter

2000s onwards | I. Spillane, “Distributed leadership” in education
P. Gronn field

Situations decide the favourable leadership behaviours.

Lead through 1dealized influence/charisma, intellectual stimulation, inspirational motivation,
and individual consideration.

Leadership is an organizational resource. Vision, individuals, and community come into play.

Lead amid the shifting values, expectations, and leader-follower relationships. Anchored in
accountability system.

Notes:
1. Three shifts:
From administration/management to leadership & management
From position-bounded leadership to practice-oriented leadership
From single heroic leader to collective wisdom
2. Future Development:
Dstributed leadership and students’ performance
Distributed leadership and teachers’ self-efficacy (Theme of this study)
Distributed leadership in different natural settings ( Theme of this study)
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3.2.2 The terminology debate

Distributed leadership provides a new lens to ofeseteadership practice.
“Empowerment”, “interaction”, “democratic environmt& and “shared responsibility”
are the most expressed words mentioned in variefisiitbns (Hartley, 2007; Scribner,
Sawyer, Watson & Myers, 2007; Firestone, Manginrtviaz, & Polovsky, 2005; Harris,
2005; Spillane, Dimond,& Jita, 2000). In order tardy the relationships among
distributed leadership, teacher leadership, andrstialeadership | summarize the

similarities and differentiations in Table 2.

TABLE 2 Concepts compared

Distributed Leadership Teacher Leadership Shared Leadership
o Personal influence People’s interactions overweigh positions. (Sheard, 2007)
5 vs. Position power
Ei_ Leader vs. Follower Hierarchy is broken down. People are interdependent and equal.
E‘;‘ (Hartley, 2007; Murphy, 2005)
Formal vs. Informal communication | Informal communication is encouraged. Everyone’s voice should be heard and valued.
(Murphy, 2005; Spillane, 2006)
Control vs. Empowertment Empowerment along with constructive participation is greatly emphasized. (Murphy, 2005)
Power Depend on the situation Teachers” power Highly decentralized
- (Spillane, 2006; Harris, 2005) in classroom
E’: (Fay, 1992; Murphy, 2005)
% Focus Holistic view of the school Classroom teaching Interaction process
B (process and end result) (Pavlou, 2004; Wynne, 2001)
Structure Fluid and emergent structure | Structure based on Flat structure-favoured
depend on the situation teaching teams (Duignan & Bezzina, 2006)
(Spillane, 2006) (Frost & Durrant, 2003)

Some researchers perceive distributed leadershigna®verlapping concept with
“shared leadership” and “teacher leadership”, beeahey all emphasize the power
delegation, internal interaction, as well as tee€£hdynamics and professionalism
(Hartley, 2007; Sheard, 2007; Duignan & Bezzind)@®urphy, 2005). Nevertheless,
other scholars like Spillane (2006) and Harris &0sist a clear boundary to
compartmentalize distributed leadership from otledevant concepts. They argue that
distributed leadership is a theory following thagirce (Spillane, 2006; Harris, 2005). It
goes beyond the power delegation within the schstolicture. More precisely,
distributed leadership is a whole process concgrrihre internal communication,
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decision-making, tasks allocation, evaluation andos. Therefore, scholars need a
holistic view to perceive how schools operate, wiedple do and why (Archer, 2004).
Furthermore, Spillane and his colleagues (Spillate,al, 2001) believe that school
leadership is contextually bounded and not intcaléy correct. There is no universal
model to distinguish the good practice from the Ipagdctice. Therefore, it is a big
challenge for the principals to use leadership lised properly as they take macro
and micro environments into account. To sum up, liggest difference between
distributed leadership and other relevant conceptd as teacher leadership and shared
leadership is that the leadership practice is basetthe situation instead of the people.
(Harris, 2005; Spillane, et. al, 2001)

3.2.3 Definition and characteristics of distributed leadership

The concept of distributed leadership has evolagudty in the recent two decades. In
this study, my own definition of distributed leasleip is:

Distributed leadership is a fluid and emergent leesthip shared by principals,

teachers, students, and staff at all levels, whiclises on leading the process and

self enhancement.
Distributed leadership takes place in an inclusaawel complex school environment.
Leadership practice is in the centre and the roldsaders and followers can be shifted
according to the different situationBhe basic assumption of this definition is to see
leadership as a shared function. Power is not @a@&m commodity; instead, it can be
expanded through delegation. (Blasé & Blasé, 20@ékson, 2004) Furthermore, the
Complexity Theory (also known as the Chaos Themipes another important question:
If the organizational structure develops from pavte®le relations into more complex
phenomena, how would leadership react to such &fncomplexity? (Kiel & Elliott,
1997) One possible answer is we need more self-gnagmateams that exercise
distributed leadership. It is notable that the idéalistributed leadership discussed in
this study does not necessarily have to be democtdte roles of leaders and followers
are emergent in certain situations when speciality expertise are needed. The goal of
this framework is to expand the space, increaseppertunities, as well as enhance the
capabilities amongst all the people in the orgamna(Jackson, 2004)

As one of the key concepts of the study, distridukeadership unfolds the

following characteristicsinteraction: Leadership comes from the interactions among
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the organizational members, rather than individweddavioursWholenessThe scope of
leadership extends beyond the positions. Schoolirastmators, teachers, students,
parents, and other communities can all be the tsa@i@ennett, Wise, Woods & Harvey,
2003)Institutionalization:Distributed leadership includes all forms of cbiaation and
participation within the school. It is integrateda the school culture and daily routines.
(Gronn, 2002)Fluidity: The boundaries between the leader and followersolnred.
Leadership does not reside in formal positionsp&cHic roles, but emerges from the
practice. (Spillane, 2006; Bennett, et. al., 2003)

3.3 School empowerment

Another key concept in the theoretical frameworkhie school empowerment. In this
section, | will first review two types of school powerment. Then | will examine the
organizational and cultural dynamics of empowermagéainst the Chinese school
background. Lastly, based on the literature reviewijll give my own definition of

school empowerment in this study and summarize dharacteristics of school

empowerment.

3.3.1 Two versions of school empowerment

According to Short and Greer (1997), there are thgiinct versions of the school

empowerment. The first version springs from theolabmanagement tradition, which
assumes power as a finite commodity. In brief,hé principal delegates his or her
power among the teachers, it reduces the prinsipathority or control over the school.
Yet, the second version draws upon the participatlecision-making tradition. The

rationale behind this philosophy is that the pow&pands when more people get
involved. Power is conceived as an endless commaaliaccomplish the shared goals
in the organization. As McGregor (1960) points d¢la¢ most crucial job of the manager
is to convince employees to combine personal gedls the primary organizational

goal. The school empowerment theory applied inribdisted leadership is based upon
the second perspective. This is because schoolweenpent facilitates the integration
through participative involvement. (Blasé & Bla2804)
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3.3.2 The organizational and cultural dynamics in empowerment

When we take a closer look at the Chinese schdhbés,following organizational
conditions and cultural factors can be identifienistly, schools are highly bureaucratic
with the hierarchical culture of authority whichfleets the Chinese government
administrative structure. Luo and Najjar’s (20063earch found out that from master
teachers’ perspective, Chinese school principasiralack of instructional leadership
capacity. The school administration is carried oatthe macro-level rather than the
micro-level (Robbins, 2000). For instance, the nlaadership responsibilities carried
out by the Chinese principals include understandiregg Chinese politics, developing
internal and external networks, and implementirggdtucation policies.

Second, since the 1990s the Chinese governmerigemsencouraging the young
teacher leaders who have refreshed knowledge alisl iskleadership to assume the
school principal’s position. This policy gives thage to the teachers who are eager to
make a change in the school. (Luo & Najjar, 2006¢r€fore, school empowerment has
become an important topic today in many Chineseoash Especially researchers
discovered that teachers’ professional growth echéng and leading has a positive
influence on the national curriculum reform in GhifLee, Yin, Zhang & Jin, 2011)

Third, the traditional values play a critical roteexerting school empowerment.
Reciprocity and seniority are deeply rooted in @@nfucian ethical foundation. These
two key Confucian values dictate that both schealders and followers should give
face (to honour; to pay respect) to each otherf@omty, compliance, uniformity, and
obedience are not only reflected in the hierardHe@der, but also in the age groups.
(Legge, 1893) Comparative study data shows that @hinese context, the approval
from the superior decides whether the subordinatadd take initiatives or not (Bond,
1991). More often, the young generation feels urfodiable to lead, challenge, or
criticize their senior colleagues (Chow, 1995).,eich behaviours are unlikely to lead
to open discussions or provide fair competitioncip@city and seniority might become
two hurdles in promoting the school empowermenChina. (Dimmock & Walker,
2000)

3.3.3 Concept and characteristics of school empowerment

Short and Greer (1997) define the empowerment psoeess whereby empowered
members develop capabilities by resolving their ovpnoblems. Moreover,
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empowerment, no matter at individual level or groenel, is tightly connected to the
cooperation. Especially when experienced teache@akithrough the isolation and start
working collegially, there is a good chance to ioy@ school culture and effectiveness.
(Rosenholtz, 1991) In this study, | define the @picof school empowerment as
follows,
School empowerment is the process of delegatingpthwer to the school
members so they can develop their capabilitiesudpnoparticipating in different
kinds of school activities such as teaching, plagndecision making, goal setting,
and evaluation.
School empowerment has two sources. The first sotglates to teachers’ authority
over their own work such as subject teaching aadsclnanagement; another connects
to teachers’ influence on the critical events irnasd. Yet, giving teachers more
authority does not mean leaving them to swim fremlysink alone. (Short & Greer,
1997) Wilmore notes (2007, p.ihat when teachers improve their leadership skills,
“they simultaneously improve other aspects of tpeirsonal, academic and community

lives”.

3.4 Teachers’ self-efficacy

A considerable amount of literature has been poétison teachers’ self-efficacy.
Bandura (1994, p. 71) defines self-efficacy as fppes beliefs about their capabilities
to produce designated levels of performance thatotse influence over events that
affect their lives.” In an educational context,sthmeans a teacher’s confidence and
belief about his or her capabilities to educatedetiis by improving their learning

performance and socialization level.

3.4.1 The historical review

Tschannen-Moran and Hoy (2001) describe the teaelfgracy as a judgment of
capabilities to bring about preferred performanoeluding students’ involvement,
learning outcomes and motivation. Efficacy has aitpe influence on teachers’
persistence when they encounter difficulties inkM@mylie & Denny, 1989). Evidence
shows that teachers with a strong sense of setiaeff are more committed to school

management and teaching, more open to innovatindst@ugher in case of plights
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(Berman, McLaughlin, Bass, Pauly, & Zellman, 19%GUskey, 1988; Stein & Wang,
1988).

A number of instruments have been designed by 8sofeHoy and her colleague
to evaluate teachers’ self-efficacy from differgetspectives (Tschannen-Moran & Hoy,
2001). Their initial research focuses on the retathip between teachers’ self-efficacy
and students’ motivation and management (Hoy & Wkl 1990). The second stage
focuses on identifying the decisive factors intielato teachers’ efficacy judgment: i.e.
principals’ leadership style and faculty collabavat(Hoy & Woolfolk, 1993). Then, the
research emphasis turns to the meaning and measnirevh teachers’ efficacy and
model building (Tschannen-Moran & Hoy, 2001; TsafamMoran, Hoy & Hoy, 1998).
Their studies look into the organizational and ripégsonal support that might enhance
teachers’ efficacy evolvement (Shaunghnessy, 20@¢hannen-Moran and Hoy (2002)
try to build a bridge, connecting school effectiges with teacher professionalism.
Teachers’ initiatives are seen as a major resotgcgchool community, which may
benefit both student learning and school managelff@ast & Durrant, 2003; Darling-
Hammond & McLaughlin, 1995).

From Figure 3 we can see that teachers’ self-&ffics based on both internal and
external dynamics. According to Tschannen-Moranalist (2002) research findings,
teachers’ professional commitment as well as stubkeowledge and experience
contribute greatly to teachers’ self-efficacy. Relsss of the school, experienced
teachers with a strong sense of responsibilityraoee confident in their daily work.
The influence from teaching skills, managerial teifgges and personalities vary
according to school type and teaching span. Howedgachers’ gender, age and race
seem to have mild relevance to their efficacy.
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FIGURE 3 Internal and external factors
Source: Tschannen-Moran & Hoy (2001, 2002)

Among all the external factors, students’ engagdéraed teaching resource have proven
to have the strongest impact on the efficacy. Adicgy to Tschannen-Moran & Hoy
(2001) parents’ trust and involvement has modeiitance while support from the
principal, colleagues, and school location havéeliimpact on teachers’ efficacy
improvement.

Most of the surveys were conducted in traditiongtho®ls, under the formal
leadership settings. There is a lack of relevas¢aech focusing on how the principal’s
empowerment and colleagues’ cooperation affecthieratself-efficacy in a distributed
leadership environment. Thus, my study is goinghfve an investigation into
principal’s empowerment and its influence on teaghself-efficacy enhancement in

Chinese schools.

3.4.2 Definition of teachers’ self-efficacy

Many terms have been used interchangeably in tlegiqus studies: for example
teachers’ sense of efficacy, self-efficacy of temsh instructional efficacy, teachers’
efficacy beliefs, or teachers’ perceived effica8hdunghnessy, 2004). In this study, |
define the concept of teachers’ self-efficacy as:

Teachers’ beliefs about their own capabilities awilitating students’ learning,

developing teachers’ professionalism, building aife networks and improving
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school leadership practice which lead to human aggiishment and personal
well-being.
In Figure 4, | determine the four sources of teeglself-efficacy based on the nature of
the teaching profession in this study.

Teachers’ Self-efficacy ’

I I I

Teachers’ Teachers’ A supportive Teachers’

successful self-develop network in influence on
experience in ment and the school school

improving career ladder leadership

students’ affairs

FIGURE 4 Four sources of teachers’ self-efficacy

The first incentive is teachers’ successful expmés in improving student learning.
According to Dimmock and Walker’s (2000) cross-otad studies, Chinese schools are
relatively result-oriented. Teachers who succeetkathing receive more recognition
from students, parents, the principal and peersreMeer, owing to the previous
mastery experiences, these teachers can quickbunebfrom the setbacks or failures.
They are willing to exert sustained efforts andcpese the challenges as opportunities
rather than threats. (Bandura, 1994)

The second motivator relates to self-developmemnt @@ career ladder. In a
knowledge explosion era, rapid technological andiadochanges constantly require
teachers to update their knowledge and skills &y thecome life-long learners.
Developing teachers’ professionalism matches teathersonal goals with the shared
vision of the school, thus teachers will directitheehaviours and persist in efforts until
they fulfil the goals. (Bandura, 1997)

The third source of self-efficacy enhancement isupportive network. Social
interaction with colleagues and school administsatmay broaden the teachers’ self-
knowledge of their capacities. Role models as aeglpeers provide “high informative
comparisons for judging and verifying one's selfeaty” (Bandura, 1994, p. 77). By

investigating into teachers’ work relations withime school, we may have a better
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understanding of how socially efficacious teachpesform supported by a high
acceptance of their peers and a high sense oiveelh.

The last dynamic on self-efficacy enhancement aghers’ influence on school
leadership affairs. Bandura (1994, p. 80) argued ftthe higher the sense of self-
regulatory efficacy; the better the occupationalctioning”. Teacher empowerment is
seen as a co-constructed learning process whegother and authority are granted to
the teacher leaders by their colleagues (Wasle31)19n an inclusive context, teachers
with a wide array of expertise and knowledge asl wasl a positive attitude and
enthusiasm are willing to serve others.



4 RESEARCH METHOD

This chapter consists of four sections. First,régearch rationale section introduces the
main research approach, the mixed-method, whichboms the quantitative and
qualitative methods. Then in section two, | selagtresearch perspectives of this study
from Burrell & Morgan’s (1979) research paradigmhird, | will introduce four
research instruments which | have used for datect@n. The last section illustrates
my research phases.

4.1 Research rationale

Educational leadership as a research field draws tipe theory and practice from both
management fields and social sciences. Howevethaleducational leadership studies
are facing three challenges: the complex relatipsshmong the attributes; the vague
boundary between leaders and followers; and thecwlily of linking causal factors.
(Briggs & Coleman, 2007)

In this study, | apply the mixed methods as thenmasearch approach, which
combines both qualitative and quantitative featuiidse purpose of using the mixed
methods is to maximize the strengths and minimiee weaknesses of both single
research approaches. This research method is claasending to the following two
considerations. First, a mixed methods design alleawdirect investigation into the
research question. To be more specific, the quiataesearch collects the stories
through the interviews and observations while antjtative survey assists the teachers’
self-efficacy level assessments at the three ssh8elcond, the mixed methods improve
the authenticity by triangulating the data fronfetiént sources. (Burke & Onwuegbuzie,
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2004)

Qualitative researchn education is a relatively new field. Since ##90s, there
shows a growing dissatisfaction of the findingsdaaen the quantitative approach. On
top of that, school leaders ask for more actioeasshes, which could guide their daily
practice. (Lichtman, 2006)

Although there are multiple ways to define quaMatresearch, five features are
repeatedly mentioned by the theorists: naturalistiductive, interpretive, subjective
and process-oriented. The goal of this approadb @evelop understanding, describe
the realities, and produce in-depth analysis thnoag evolving, flexible, and open-
ended research design. The most used techniqudsdendhe interviews and
observations in the natural and social settinge fEsearcher, as a part of the research
instrument, interprets the information, infusesspeal reflections, and writes the case
studies. (Creswell, 2003; Lichtman, 2006; BogdaBikien, 2007)

Quantitative researchin contrast to the qualitative research, reliesvihg@an the
hypothesis testing, cause and effect, and datgsasdlLichtman, 2006). The aim of this
research approach is to classify the features,tdbem, and construct statistical models
in an attempt to explain what is observed (GallygB& Gall, 2003). Quantitative
research is widely used in both natural and sageince. The modern tendency is to
use quantitative research under the qualitativendsaork, known as a mixed methods
design (Creswell & Clark, 2006).

The mixed methods approachs a methodology, combines the elements from
both qualitative and quantitative models (Creswadl3; Tashakkori & Teddlie, 2003).
As Katsulis (2003) points out, the purpose of ughgmixed methods is to expand our
understanding from each method. In other wordsxéahiimethods research is defined
as a procedure for collecting, analyzing, and ngxoth quantitative and qualitative
data in a single case study or series of studidgsabecoming more common in studies
across the social, behavioral, and health scieasewell as education” (Creswell &
Clark, 2006, p. 3).

In this study, the research design involves caligctwo types of data: the
quantitative data through questionnaires and thalitgtive through interviews and
observations. This design emphasizes the quabtapproach, which explores the
interactions between the principal and the teacl@nsthe other hand, the quantitative

method plays a supportive and secondary role. &ason for collecting the quantitative
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database is to examine the relationship betweenibdited leadership and teachers’
self-efficacy enhancement. This is called an emedddnixed methods design.
(Creswell & Clark, 2006; Creswell, 2003)

4.2 Research paradigm

Burrell and Morgan (1979) developed a 2x2 matrisagiological paradigms (Figure 5).
There are two axes in which represent two fundaahésgues: the vertical axis consists
of the social theories of regulation and stabititythe one end and the social theories of
radical change on the other end; the horizontak aonsists of the subjective

(individualistic) theories and the objective (stwwal) theories.

THE 30CIOLOGY OF RADICAL CHANGE

'Fadical humatist' 'Radical structuralist’

SUBIECTIVE OBIECTIVE

Tnterpretative’ 'Functionalist'

THE 20CIOLOGY OF REGULATION

FIGURE 5 Four paradigms in social science studies
Source: Burrell & Morgan. (1979). Sociological Riigans and Organizational Analysis: Elements
of the Sociology of Corporate Life. p.22

These two axes divide the existing sociologicalotles into four quadrants: the
functionalist paradigm, the interpretative paradigihe radical humanist paradigm, and
the radical structuralist paradigm. These four gigras provide alternative lenses for
the researchers to observe organizations fromialgmerspective.

By using the hypothesis testing, the researchemusathe functionalist paradigm
to comprehend the situations in the organizatioth @spond with rational behaviors
from an objectivist point of view. Through obsenyithe on-going social procesbe

interpretative paradigmhelps the researcher to discover, understand, expdiain
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various individual behaviors from a subjective vieWhe researcher, who believes in
humanity and true consciousness, tends to reldesedcial constraints and promote
human fulfillment by adoptinthe radical humanist paradighenses. Last but not least,
the radical structuralist paradigns the tool applied by the researcher who bears a
hidden agenda to solve the fundamental conflictsuiljh radical changes.

In this study, | choose both interpretative andcfiomalist perspectives as my
lenses to observe the real life interactions betwtbe principal and the teachers in
Chinese schools. By using the functionalist perspecl aim at exploring the current
status of teachers’ self-efficacy levels in theethresearch schools. This goal is realized
through a quantitative questionnaire survey. Byhgishe interpretative perspective, |
seek for the explanations within the realm of mynosonsciousness and subjectivity.
My goal is to find out the common features of thstrdbuted leadership within three

different Chinese schools. This goal is realizedulgh the qualitative case studies.

4.3 Research instruments

Based on the research paradigm, | chose the faipwasearch instruments to fulfill my
research goals. | distributed the questionnairethéotarget groups whom | selected
purposefully based on their leadership roles at sabool. At the same time, | observed
the staff meetings and research seminars in twoosshIn order to get in-depth
understanding of the principal-teacher interactiamgnducted 13 individual interviews.
After the interviews | transcribed the data and posed the case studies. These three
case studies demonstrated the epitome of the Ghiselsool leadership. Based on
qualitative and quantitative evidence, this stusgmeined the distributed leadership

theory in the Chinese context.

4.3.1 Questionnaire

The questionnaire, as a quantitative researchumsint, is widely used to collect and
present the information through structured numeédesa (Wilson & McLean, 1994). In
this embedded mixed methods design, a closed staattjuestionnaire was designed to
assess teachers’ self-efficacy levels in threeetagghools (Appendix C and D).

The structure of the questionnaire is as followse Tirst four questions focus on

the basic information of the respondents, includihgir gender, years of teaching
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experience, leadership position, and grade leviet fbllowing 20 questions with the
rating scales from 1 to 9 concentrate on teactsei§evaluation in four domains: the
decision making, teaching and researching, integue relationships and cooperation,
and school culture. The third part of the questsren looks into teachers’ self-
assessment to their personal performance duringréhgous semester. Questions with
rating scales are very useful devices to investigdchers’ degree of sensitivity and the
differentiation of the responses by presenting moak data (Cohen, Manion &
Morrison, 2007).

In selecting the respondents, | deployed a purposampling to invite 20 school
leaders in various leadership positions, includipigncipals, vice principals, the
Communist Party secretary, heads of the year, abe& coordinators. The survey
participants covered over 90% of the school leaoleesach school. Thus, their answers
can maximally fulfill my research purpose.

The questionnaire was designed on the basis of iBaisd(1990)Instrument of
Teacher Self-efficacy ScaBandura’s findings were later widely examinedtty other
researchers against the backgrounds of westermlscfiilner & Woolfork Hoy, 2003;
Gaskill & Woolfolk Hoy, 2002; Bandura, 1997). Indar to adapt the questionnaire to
the Chinese school environment, | revised the questby adding some Chinese
context, such as the role of the Communist Partyesary, and teachers’ influence on

the school-based curriculum.

4.3.2 Interview

As Morgan (1997) claimed, the interview is a pugdakconversation usually between
two people or more. In this study, | employed 18efto-face interviews with both
school principals and teacher leaders. Before Itwernhe field, | got myself familiar
with the school contexts, including the school dmgt demography, the principal’s
career life, and the school administrative struetull the interview questions were
tightly connected to my research question and tteoa contexts. Each in-depth
interview lasted 30 to 60 minutes. The purposehf technique is to hear participants’
real stories in their own words, in their voice lwitheir language and narrative
(Lichtman, 2006).

During the interviews with the principals, | looké&uto their work experience,

main leadership and administrative responsibilitigiseir perceptions on school
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empowerment, and the best practices in school tshige The interview questions for
teacher leaders aimed at investigating the respasideadership responsibilities, their
attitudes toward the principal’s empowerment, therkvng environment, and their
professional development. Since each research kdiam its unique context, the
interview questions were modified accordingly. Hohool backgrounds are introduced

in the case studies.

4.3.3 Participant observation

Patton (1990) describes the participant observa®ithe combination of an insider’s
understanding and outsider’s objectivity. Direcrgonal involvement into the research
field has a few advantages. First, the researdmealbetter understanding of the context.
Second, by being on-site, the researcher colldasfitsthand data. Thus, the prior
conceptualizations from other sources such as doeirdents or personal comments
hardly have a decisive impact on the researchtreBuird, the participant observer can
discover things which are neglected by the resepatticipants. Fourth, the direct
observational approach supplements the interviews saurvey data. An experienced
observer can spot and interpret the hidden infaonathat is covered or untouched
during the interviews. Fifth, the observation exierthe research realm. The observer
can collect data from more participants. Sixth, ibsearcher’s personal knowledge and
experience can be a valuable resource to aid Heareh. (Patton, 1990)

In this study | used participant observation in t8ahools (the Sunshine School
and the Ocean School). Since the research took pliacng the summer vacation, | did
not get access to the Redbrick School for obsemaiihe observation settings included
the staff meeting, the research seminars and #ehitey planning meetings. | listened
to the annual reports from the teacher leaderghéza’ research proposals, and the
principal’s rewards to the outstanding teacherthefyear. During the research process,
| took notes and pictures, listened to the grogoussions, and even joined the research
seminars. Through participant observation, | hatt@per understanding of the school
backgrounds. The teachers seemed to be more ogerlared during the observation

period comparing to the formal interviews.
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4.4 Research procedure

The research procedure of this study can be odtliyethe following sequential phases:
Phase 1:Preparing for the researchDuring my four years’ studies at East China
Normal University, | have always had a strong iesenn distributed leadership and its
influence on Chinese schools. My Bachelor’s thegs based on a case study about
one private high school in Shanghai. | looked ihi® school leadership through the lens
of distributed leadership. The research findingswsdd that in a small-sized private
school with around 500 students, the school praidgnded to empower her teachers in
both teaching and administrative work; the powstatice between the principal and the
teachers was small; and the principal had theafutbnomy in recruiting and promoting
the teachers.

My research interest in distributed leadership ¢@#inued during my studies in
Finland. After reading more literature and obseguwimore school leadership practice in
Finnish and Chinese schools, | generated the nsgareh question which investigates
distributed leadership and its influence on teaghsaif-efficacy in the public schools in
China. My research focus also narrowed down to phi@cipal’s empowerment
strategies in practice.

Phase 2:Selecting and approaching the research objeBisfore selecting the
research schools, | consulted two professors frben National Training Centre for
Secondary School Principals in China. Both profesdoave conducted extensive
empirical studies in different types of Chinese asith for decades. Thus their

knowledge in the school characteristics helped eecsthe research objects.

J.H. Zhang (personal communication, May 20, 2008)
H.B. Liu (personal communication, May 22, 2008)

| asked them to recommend me a few schools whiele tize features of distributed
leadership in the daily practice. This is becaugeesearch purposes include presenting
the best practice of the principal-teacher intéoast and finding out the relationships
between principal’s empowerment strategies anch&zatself-efficacy in a distributed
context. On top of that, | also considered the stlmwnership (public school), the

school location (in Shanghai), and the school fgowering the whole basic education



41

period from Grade 1 to 12).

Before going to the field, | sent my research cdetters (Appendix A and B),
asking for the research permissions. Then, | mhdadsearch schedule and informed
my research objects about my research plan anceguoe. As a result, three schools
(the Sunshine School, the Redbrick School, anddbean School) fit in my research
design and they all accepted my research requests.

Phase 3: Designing the research instrumeAfter receiving the research
permissions, | studied the background of each dchide two professors from the
Principal Training Centre gave me the valuable rimfmtion about the school
characteristics and histories. On top of that, eokled the school administrative
structure, the school projects and the major d@s/ifrom the school websites. My
research design is to use mixed methods as my agpmehich includes a questionnaire
survey, individual interviews and participant obsdions. By taking the school
backgrounds into account, | designed the questiomn@ppendix C and D) on
teachers’ self-efficacy evaluation. The same surwas repeated in all the three
research schools.

The interview questions focused on the principather interactions from the
distributed leadership perspective. | pre-desigiieel questions which guide the
interviewees into the topic (Appendix E, F, G an)l Based on the interviewees’
answers, | also added more follow-up questionsp@ging them to give the concrete
examples from their daily practice or clarifyingethstatements.

Phase 4:Collecting the data from the field@he overview of the data sources is

summarized in Table 3.

TABLE 3 Data sources from the three cases

Research Quantitative QUALITATIVE
Schools (Supportive role) (Main role)

Questionnaire Observations Interviews

Sunshine School 20 School Leaders 1 Day 1 Principal
Staff Meeting 6 Teacher Leaders

Redbrick School 20 School Leaders 0 Day 1 Principal
2 Teacher Leaders

Ocean School 20 School Leaders 3 Days 1 Principal

Research Seminars 2 Teacher Leaders
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During the staff meetings, | distributed my questiaires to the teacher leaders to
guarantee a 100% response rate. | also attendedsbarch seminars and staff meetings
as an observer. During the lunch break, | condutitedndividual interviews with the
teacher leaders, the school principals and the QomenParty secretaries. In order to
fit in the research timetable, three school prialspselected the participants among the
teacher leaders according to their availabilityl the interviews were recorded under
interviewees’ approvals. The participants were gittee chance to remain anonymous
in the case studies.

Phase 5:Processing and analyzing the dassfter the data collection (from June
to August 2008), | processed the survey data with dssistance of SPSS 14.0 and
transcribed all the interview records and obseovatiotes. Since all the interviews and
the questionnaire survey were conducted in Chife@sguage, | translated the original
research instruments and research data into Erigtishon. The three case studies were
composed on the basis of the school documentsgiparit observation as well as the

interviews.



5 QUALITATIVE DATA FINDINGS

This chapter consists of three case studies. Aaoptd the research design, these three
schools were chosen because they have displayddahees of distributed leadership
in their daily practice. The data was collectedotigh 13 interviews and 4 days’
participant observation. The case studies consisthe structure of the school
backgrounds, the principal-teacher interactions, ghincipal empowerment strategies,
as well as the driving forces and the barriersistriduted leadership in the Chinese
school context. The school background informatias wollected from two university
professors who had conducted research in the tadoheiols before, school promotion
materials, websites, and principals’ introductidnsing the interviews. In order to show
the objectivity in the research, | used both dipodtes and synthesized stories to fully
express principals’ and teachers’ original thougftse purpose of this chapter is to
show the real life practice of distributed leadgrsim Chinese schools. The school
principals and teacher leaders in this study haenlexperiencing a series of changes at
both micro and macro levels. They dared to questle bureaucracy. And more

importantly, they were seeking for the creative svafteaching, learning, and leading.

5.1 The Sunshine School case

The Sunshine School case is about one comprehesidivel seeking for its path after a
dramatic school merger. People in the Sunshine @dtaal experienced the leadership
change, the structure adjustment, the internalgraten, and finally reached a new
stage of balance and harmony. These stories revdaedoubts, the growing pain, the
success, and the learning points that the schoatipal and teachers had experienced.
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5.1.1 The Sunshine School background

In 2001, the local educational authority merge@éehschools into a new comprehensive
school named the Sunshine School. The new schaangposed of 143 teaching staff
and 1624 students from Grade 1 to 9. However, teegen caused a lot of tensions
among the teachers. During the first two years,Stiashine School was in a crisis. In
brief, the teachers’ morale was low, the schoolovisvas unclear, and school culture
was underdeveloped. The local education bureawacegdlthe whole top management
team with a group of experienced teachers frontal lbigh-performing school. But the
situation was not improved until the year 2004, whenew school principal, Ms. Fu,
was appointed. In her 26 years of experience imash Principal Fu functioned in
many roles: a moral education teacher, a CommuRagy secretary, a vice principal,
and a principal. Principal Fu describes herselfaapeople person, a supporter, and a
dreamer”. Under Principal Fu’'s leadership from 200642009, the Sunshine School
went through two major changes: setting the nevoaictiision and building the new
school structure. During the change process, atéaghers took their initiatives to
shoulder more responsibilities and became teackmels. By the year 2009, the
Sunshine School has become one of the most popataprehensive schools in the
school district. The school attracts over 300 ajapiis every year. Over 80% of the
graduates continue their studies in general upgarsglary schools, while the rest of the

graduates enroll in vocational schools.

5.1.2 School vision: New ways of being and doing

I believe that a shared vision anchors the school culture as well as appropriate behav-
iors.
A Class Teacher in the Sunshine School

From the year 2001 to 2004, the main focus of tdh®al development fell on building
a school vision. Right after the school merger,ltwal education bureau transferred a
school principal from another high-performing schimolead the new Sunshine School.
The top management team consisted of one principede vice principals and five
teacher leaders. However, all these administratamse from different schools holding
various expectations toward the future.
The first school principal, Mr. Wong, came from tiWghite Polar Upper

Secondary School. After working in a high-perforgiupper secondary school for more

than 15 years, Principal Wong believed that stuslemtademic excellence was the
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utmost goal of a school. Under his leadership, BimesSchool set the first school

vision as:

“The Sunshine School aims at preparing students to be life-long learners who are
academically excellent and bear strong sense of social responsibility.”
(The Sunshine School vision statement 2001-2004)

When this research was conducted, Principal Wordy feéired. However, his vice
principal, Ms. Lin, who also held the vice prindipasition in the current team, told me
that the first school vision was mainly modified the basis of the vision statement of
the White Polar School. This was because the Whdkar School was a successful
example of practicing this vision. Many teachersowdame from White Polar were
labeled as “the elites” after the merger. Nevedbgl teachers from other schools had
not adapted to the new environment. They complaihatl“the elites” made the school
vision within their top management team without sudting others. Once the school
vision was created, “the elites” announced it ia gtaff meeting. As a result, nobody
was against that vision. Neither did anybody tdkseriously. The divisions among the
teachers remained the same.

The old tale about a charismatic principal savingilng school did not happen
in this case. The main reason was that the highaapon from the principal was not in
accordance with the teachers’ and students’ nebdlgjative feelings spread in
classrooms, teachers’ offices and parents meetiftgr. a year, an education specialist
was invited to diagnose the problems in the Sumsl8chool. He pointed out the
differences between the Sunshine School and theteWPolar School. First, the
Sunshine school is a comprehensive school thaigeswcompulsory education to local
inhabitants aged from 6 to 15; while the White Polas an upper secondary school
targeting at students age from 16 to 18. Differlrotn the White Polar, academic
excellence was not the only goal for the Sunshinko8l. During the compulsory
education period, education for all was the utngostl. Second, the personnel change in
the White Polar was small. Teachers were familigdh vwach other. But in a newly
merged school, the Sunshine School teachers sgldl nime to form their community.
The specialist suggested that the Sunshine schooild set up a vision based on the
reality mentioned above.

In late 2004, the former Communist Party secrethty, Fu, was delegated to

assume the principal position in the Sunshine Schbbis critical leader change
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enabled the administrative team to rethink and sigdethe school vision. When |
interviewed Principal Fu, she left me an impressiba calming and cheerful leader in
her forties. Before taking the position as the sthwincipal, Ms. Fu was the Party
secretary in the Sunshine school. As one of th#e$d| Principal Fu perceived the
teacher segmentation as one of the biggest seqokethe school merger. She used the
words “angry and confused” to describe teachesitiens toward the school merger.
Thus, when assuming the position as the schootipahin 2004, Ms. Fu invited each
teacher to a face-to-face discussion, listeningher thoughts and expectations. She
categorized the feedback into three aspects: A&lltédachers believe that teaching and
learning is their number one concern; teachers wadévelop themselves; and teachers
want to work in an inclusive culture. Based on teedback, the administrative team

made the school vision:

“The Sunshine School aims at providing a friendly and equal learning environment
to all the students who have various academic, social, physical needs. The school is
committed to creating a culture of respect, trust and care among all the teachers and
learners. ”

(The Sunshine School vision statement 2004-now)

On top of the school vision, there is also a slofyarthe Sunshine SchoadBrant the
sunshine everywhere in our campuincipal Fu explained how she explained the

slogan to her teachers,

“I told my teachers to ask themselves three questions: Have I had a face-to-face talk
with every kid in my class? Do I communicate with the students in the way they ex-
pect? How can I improve my subject teaching and class management? If there is any
hesitation or ‘no’s in the answers, it signifies the ‘shadow” in our school. If we want
to see the sunshine at every corner in our school, we have to illuminate the ‘shadows’
first. So this is what the slogan means. I hope everyone can walk the talk.”

A class teacher agreed with Principal Fu in hegriiew. From the teacher’s view, she
found the new school vision was more lucid, becatge young kids can easily
understand that the sunshine stands for warmtghtoess and hope. It fits the school
name perfectly. One big difference she had notafest the leadership change was that
Principal Fu acted not merely as an authority,dnat also showed teachers how to walk
the talk. For example, the school janitor no longere the security guard uniform but
put on his casual jackets. The janitor was encaatdg receive the school visitors in a
more friendly way instead of using a defensivetude. She used the phrase
“incremental and powerful” to describe the influeraf the new school vision. “People

started to greet each other. That does make aadtfte. It took several months, but the



a7

segmentations among the teachers were removedyslowl

5.1.3 School structure: New platform for lateral and vertical cooperation

Much of the research evidence shows that distribuieadership flourishes in
collaborative settings (Harris & Muijs, 2004; Caig Caine, 2000; Little, 2000;
Longquist & King, 1993). In the Sunshine Schoolseries of structural changes
contributed to both horizontal and vertical coofiera The first structural reform was
to simplify the linear management structure. Thiske down the traditional school
layout, which divided the teachers and studentsrdarg to the grade level. The new
structure in the Sunshine School merged the graolgpg into 3 key stages. Based on
Principal Fu’s description, | drew Figure 5 to dttate the new structure: Key Stage 1
(from Grade 1 to Grade 3: Student Age: 6-8), Kegg8t2 (from Grade 4 to Grade 6:
Student Age: 9-11), and Key Stage 3 (from Grade Gitade 9: Student Age: 12-14).
The heads of the Key Stages take full charge athalladministrative and the teaching

affairs. During the same time, they also assumedies as the subject teachers.
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FIGURE 6 New structure of three key stages in tlnes8ine School

Based on the interview data, | summarized the adgas of this new structure.
Teachers were assigned more responsibilities toentigcisions concerning teaching

and learning in a less hierarchical structurelltiveed teachers to rebuild their teams
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and connect to more teachers. New teacher leadeesged naturally through this
reform. The teacher segmentation problem was inggtdwecause more teachers, not
only “the elites”, got a chance to assume leadprstles. Moreover, the flat structure
improved the internal information flow, because therarchy was decreased. Thirdly,
the new structure increased the flexibility. Théemiewee elaborated that because
teachers were working in a “bigger pool”, it wasieafor the head of the Key Stage to
“group teachers for certain tasks”. Fourthly, byhmmizing the hierarchy, this structure
facilitates the authority of expertise instead loé tauthority of position and creates
equality. One interviewee emphasized that she ‘feds embarrassed now” when
seeking for peer support, because “people no lojuglge you according to your career

background or position”.

5.1.4 Principal’s empowerment strategy: Individual-based empowerment

An effective principal is the one who brings out the best in teachers. What I have
done in my school is treating teachers as professionals, granting professional auton-
omy, and supporting teachers” decisions.

---- Principal Fu in the Sunshine School

Another characteristic of Sunshine School is th#ivation of young cadres.
Principal Fu said from the year 2006 the majorityh®@ teacher leaders were under 40
years of age. One Music teacher shared her staytdiow her leadership potentials
were developed in the Sunshine School. After tlaeldeship change in 2006, Ms Lee
was invited to a face-to-face talk with the newnpipal. After teaching music in
primary schools for than 10 years, Ms Lee was fiamvith the curriculum. On top of
that, she was also qualified to teach several rausistruments. During the discussion
with the principal, she pointed out that music ke did not get equal opportunities
for their professional development comparing toeotsubject teachers. She clarified in
the interview with me, “In Chinese schools, mugadhers are labeled as the ‘second
class’. More in-service training opportunities green to other subject teachers because
their subjects are considered as more importantvahdéble by the society.” Principal
Fu also admitted in her interview that contrarythe high-performing schools, the
Sunshine School had very limited resources forheadraining. But her leadership
philosophy came to play when she faced such dilesniRancipal Fu supported Ms
Lee’s proposal and gave her the opportunity tondti national music teacher seminar
in Beijing. Ms Lee shared her learning experiendé Wer colleagues after the seminar.

Along with three other music teachers, Ms Lee satggkto organize a student orchestra
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in the Sunshine School. After three years, theestudrchestra had won a few prizes in
Shanghai. Ms. Lee was appointed Head of the musiching group in the school
district.

When listening to other teacher leaders’ answefsuhd that individual-based
empowerment was a phenomenon whereby the teaclezes agsigned to accomplish
specific tasks with their expertise. To give anotBeample, one Physical Education
(P.E.) teacher raised the issue that students’igddyBealth was as important as their
intelligence development. He initiated to add themmg run and the aerobic exercises
during the breaks. He commented in his intervieWwe know this meant extra work but
we would love to make a positive difference.”

During the interviews, other teachers also gaveanfew examples about how
they initiate the changes in their teaching or t@ark. Principal Fu attributed teachers’
attitude change to the new school climate whictoerages risk-taking and innovation.
She said, “| empower my teachers to lead a charge basic principle is the students’
benefit. | am not afraid to take the blame if it techers fail. But | give full credits to
them if they succeed.”

5.1.5 Principal’s empowerment strategy: Team-based empowerment

Corresponding to the individual-based empowermeam-based empowerment was
also a strategy used by Principal Fu. One exampkeesgtablishing the interdisciplinary
teaching groups. In 2006, the Sunshine School ddcitd enrich the school-based
curriculum. One Arts teacher cooperated with twa@lish teachers and one Chinese
literature teacher. When being asked what the Bigddference was working in an
interdisciplinary team, she said, “It was unprealié¢. The language teachers had new
perspectives toward arts. They enrich my knowleden they refer a painting to a
famous poem or a well-known writer. You won’t bekehow much | have learned from
my colleagues.”

As the interviewees pointed out, the team-basedoempnent makes them
appreciate different perspectives, provides a graasight into issues, and sets a full
breadth of opinions. More importantly, teachersiadmd the school curriculum by
combining several subjects and applying new greaphing methods in class. Teachers
also renewed the student evaluation system. Stsige@sented their learning outcomes

through workshops, essays, and hand crafts insteaxaminations.
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To give the opportunity for interdisciplinary coepgon, Principal Fu explained
the role of the school administrator, “As the pijrad, | need to rearrange the timetables
for teachers to meet and talk to each other.” Ha teamwork is more complex than
merely putting people together. The school prindizes to make sure the resources are
available, the environment is friendly, and papisits feel comfortable. Principal Fu
mentioned that she also gave personal space tedbkers who preferred solo work. (cf.
Husband & Short, 1994)

5.1.6 Driving forces of distributed leadership

The Sunshine School suffered from a series of pesger challenges and finally found
its way to success. From a distributed perspectivete are a few driving forces
propelling the school reforms.

Driving force 1: The school vision institutionaltzéhe values of respect, trust and
care. It took 4 years for the Sunshine School taigea widely-accepted vision based on
the school values and philosophy. Teachers wersuttea during the process. The
school principal also used the metaphor to explannew vision to the entire school.
She showed teachers how to realize the new schsiony starting from every little
positive change in the daily routine.

Driving force 2: The school culture was anothetuehtial element in teachers’
attitudes toward distributed leadership (cf. Katmeger & Moller, 2001; Snell &
Swanson, 2000). Trust and cooperation were widaedntianed by the teacher leaders
during the interviews. Plentiful literatures shohat the good social relationships
among school staff outweigh the general professiorams, individual working
experience or personal characteristics (Smylieg18&urt, 1994, 1990). In the Sunshine
School, interdisciplinary teams broke down the sabjpoundaries. The teachers had
opportunities to expand their professional netwlaykworking with the teachers from
other fields. Many teachers mentioned that thegnksdto appreciate each other’s work
through cooperation. Peer recognition was seen &syastrategy to acknowledge
teacher leadership. Moreover, the intervieweeslalsg a strong sense of belonging
when they represented their school in public amedttheir best to create a good
reputation for the school. (cf. Katzenmeyer & Mqgll2001; LeBlanc & Shelton, 1997;
Harrison & Lembeck, 1996; Kahrs, 1996)

Driving force 3: A concise administrative structeesured the information flow
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between the senior management team and the teleaurs. When merging 9 grade
groups into 3 Key Stages, Heads of the Key Stages authorized more autonomy to
make independent decisions. This concise strucageelerated the information
dissemination and increased the transparency a$ideemaking. According to Moller

& Katzenmeyer (1996), one empowerment strategy yidpplied by school principals
is to let teacher leaders get access to informatnmhresources. In the Sunshine School,
teacher leaders’ requests were valued by PringipalShe rewarded the teachers who
were willing to take more responsibilities and thefm as role models.

Driving force 4: School leaders led with a moraingass. Embedded in the daily
work was the ethics of care. The Sunshine Schamthiers walked the talk, made
decisions based on the shared values, and presisitudents’ needs and benefits. The
teachers said in their interviews that they wereaewalling to work in an ethical school

than in a test score-oriented school. (cf. Noddi2g95)

5.1.7 Barriers to distributed leadership

Ainsco and Southworth (1996, p. 243) reminded as ‘tthe work of teachers acting as
leaders...creates a number of potential difficultiés”the Sunshine School, the barriers
such as role ambiguity and over-whelmed workloadeweentioned by teacher leaders.
One Head of the Key Stage felt stressed out wherhal to teach and lead at the same
time. When the power was decentralized, teachetelsain the Sunshine School
shouldered a huge amount of extra responsibilbigiside their class teaching. The
tension between teaching and administrative woaklseto the role ambiguity. Lack of
time was perceived as the leading cause to this cohflict. Two teacher leaders
mentioned that during the last semester they failedprovide individual-based
instructions and detailed feedback to studentsQlift, Johnson, Holland & Veal, 1992)
The second challenge was to keep the balance bepveate life and work. “My

husband and kid complained that | became a worlk&hshid one subject coordinator.
Three teachers said the heavy workload kept theay &nom their families which made
them feel “guilty”. Since strong family value is efgdy entwined in the Confucian-
heritage culture, family is seen as the prototylpalldhe social organizations. (Hofstede,
1991) Barth (1988) pointed out that those succédsfcher leaders, just like their
principal, also need assistance. In fact, distaueadership heavily relies on effective

administrative leadership. This rings the belllte school principal who is responsible
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for “setting a comfortable climate that encouratgschers’ attempts to enter the circle
of leadership” (Blegen & Kennedy, 2000. p. 4).

The third obstacle mentioned by the school pririchpas the teachers’ low
readiness level to function as effective leademrscipal Fu commented that some
teachers were reluctant to take on extra respditisibi unless the new task was
accompanied by an alluring bonus. Fostering disted leadership does not happen
overnight. Instead, it is intentional, step-by-sterk. Equipping teachers with
leadership skills and knowledge is as importardedegating leadership accountabilities
to them. (cf. Blasé & Blasé, 2001) Thus, it is oéa importance to have effective
monitoring and constructive evaluation from thenpipal. The superior’s support and

recognition are also crucial in fostering teachsedi-efficacy.

5.2 The Redbrick School case

Different from the Sunshine School case was abonewly merged comprehensive
school, the Redbrick School case was developedndra@u high-performing upper
secondary school (Grade 10-12) with an over 100-péstory. This case focused on

how distributed leadership contributed to the sth@nistainable development.

5.21 The Redbrick School background

The Redbrick School was founded in 1905 by a disished patriotic educator. In the

long school history, many visionary educators ahidopophers served as principals or
school board members. Thus, their educational phidhies have been deeply rooted in
the school culture today. As a high-performing stha Shanghai, over 90% of the

graduates from the Redbrick School were admittethéouniversities every year (The

Redbrick School, 2006).

The Redbrick School had a truly idyllic and picegqae campus with abundant
trees and flowers. In the centre of the campusgeti'ea monument with the engraved
school mottoRich in knowledge and tenacious of purpose; ingginwith earnestness
and reflecting with self-practiceThe teachers’ offices were located in a separate
administration building. According to the schoolingipal, the purpose of this
arrangement was to ensure teachers have a mongemdknt and undisturbed working

environment.
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5.2.2 School culture: Nurturing a democratic atmosphere

Principal Jin has served as the Redbrick Schoolcjpal for over three decades. He
described himself as “a leader, a coordinator, andelegator”. In his leadership
philosophy, these three identities were in a contin. First, a good principal should be
a role model who demonstrates a strong commitneetiis work. When teachers are
ready to work on their own, a good principal knolhsw to coordinate different
departments. The last stage of principalship isogclempowerment. Principal Jin
believed that for a school's sustainable developnbe best way was to let teachers
lead themselves.

After rendering Principal Jin’s comments, | am brrg up another angle from the
teachers. One teacher leader who had worked iRdabrick for 20 years talked about
how people made group decisions. “Sometimes natyeme is happy with the group
decision. We spend a lot of time on discussionotiagon, and compromising.” She
thought that a teacher leader ought to be profeakienough to accept the collective
decisions no matter how much they differed fromdriker original ideas.

The novice teachers mentioned that it was not éasyhem to challenge the
authority at the beginning. “I have to say that sjisming your superior is not a
mainstream culture in most Chinese schools.” Howeafter working in Redbrick for
several years, she realized that it was not justitathe position power. The purpose for
group decision making was to get more teachersustable for their work-related
issues. The Head of the Young Teacher AssociatifA) in the Redbrick School
concluded that it had been much easier for teadioersiplement the decisions when
they had been involved in the process.

5.2.3 Human resource: Building career ladder for young teachers

Within the Redbrick School, teachers took the lesiuip initiatives in a more
democratic and autonomous way. A formal organipatalled the Young Teacher
Association (YTA) had been established since thg eginning of the school history.
The YTA possessed its administrative prerogativetuding that teachers select their
own Head by voting, only teachers under 40 yeaegyefcan join the YTA, and teachers
in the YTA make their own organizational regulasand leadership pipeline.

Principal Jin said his opinions were consulted myrihe election of the YTA
leaders, but the school principals never manipdl#te results. In contrast to the top-
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down appointment, the YTA leaders emerged througgr pecognition. This approach
also eliminated the weakness that teachers wererglgnunwilling to take the advice
on their pedagogy from the leaders chosen by thmadcadministrators. Instead,
teachers tended to invest more trust on the selecieagues because they believed he
or she would perform well. (cf. Wasley, 1991)

In a community-based empowerment strategy, theopatspower is heavily
accentuated while the position power is downplagedKatzenmeyer & Moller, 2001).
One YTA member commented, “Here your endeavorseaegnized by your colleagues.
| think this is one of the reasons | stay in theliek.” Another YTA member echoed
this viewpoint, “This is a fair play. Teachers centrate more on teaching and
professional development rather than playing theraapolitics in office or flattering
the school leaders.”

As highlighted earlier, the age limit regulatedyotdachers under 40 years of age
are eligible to join the YTA. The YTA has its oweadership pipeline. It serves as an
avenue for teachers’ professional growth. As a fpgiiorming school, the Redbrick is
famous for its highly qualified teaching group. Nwtly the experienced teachers want
to work in the Redbrick, many novice teachers alsmose the Redbrick School as their
career starting point.

The Head of the YTA introduced the leadership pi@ein her interview. At stage
one novice teachers receive one-to-one guidanee fheir mentors. Usually it takes
one year or two for the young teachers to get tsé¢lde school culture and make their
judgments on various situations. Stage two provigeshers more freedom to make
conscious decisions in their work. When teachersamamto stage three, they display a
high confidence level in teaching, adopt the aitithinking in daily work, and build
good relationships with other teachers. When teaaeach the expert level, stage four,
they demonstrate the leadership potentials asagetixtraordinary teaching capabilities.
With the excellent performance and interpersonatimships, some teachers emerged
from the crowd and became the teacher leadersYTAeystem attracts and retains the
most brilliant teachers. Teacher leadership emefges the daily practice and is

enhanced through peer recognition (cf. Spillan©620

5.2.4 Principal’s empowerment strategy: Culture-based empowerment

In the Redbrick School, a climate of democracy engged teachers to engage in
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leadership. The freedom of speech, the self-gode¥i&\, as well as the collaborative
decision making have been embedded in the schdiireudor decades. Principal Jin
described the teacher empowerment in the Redbitio@ as a “deliberate process”.
Clearly in the Redbrick it has become a traditiordiscuss major issues openly before
making the final judgment. This leadership phildsppan be traced back to the founder
of the school, Mr. MA Xiangbo, who was a pioneerintroducing the self-governing
approach into the Chinese schools (Hayhoe & Lug199

Rogers (1969) perceives the culture-based empowerage a symbiosis which
highlights the mutual respect and reciprocity oluea Gronn (2000) also portrays the
distributed leadership as a collective intelligefloeving within the school system. One
teacher who had worked in several schools comp#tedworking culture in the
Redbrick School with other schools. She pointedtbat even many schools claimed
that they embraced the idea of democratic managemery few of them really put
these words into actions. She said, “In some seshal®@mocracy means keeping
everyone informed of the decisions. However, in Bedbrick, democracy means
keeping everyone involved in the decision makingcpss.” One example she gave was
that in the Redbrick, the YTA let the young teashtr decide the teacher training
programs. At the end of each semester, the YTA neesntieed to fill in a questionnaire
survey evaluating their performance during the joey semester. The last section of
the survey asks the teachers to list out their :éedthe special guidance and choose
the specific training programs from the list. Th@AYsummarizes teachers’ choices and

arranges the training accordingly during the sumneéidays.

5.2,5 Principal’s empowerment strategy: Position-based empowerment

Apart from the culture-based empowerment, the Rekll8chool case also displayed a
more traditional power distribution approach: thesifon-based empowerment. One
unique feature of the Redbrick School was the YoUeacher Association (YTA). The
Head of the YTA was elected by the teachers. Tassbeen a formal leadership position
which represents the young teachers under 40 yefarage. As a self-governed
organization, the YTA has its own leadership pmpeliTeachers who take leadership
positions in the YTA have specific job descriptioms top of their teaching
responsibilities.

This formal model of teacher empowerment has bednedded in structure and
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protocol. Researchers suggest that the officiaheaempowerment encourages a sense
of ownership; it constrains the leader’s positi@mwpr within boundaries at the same
time. (Leithwood, Mascall & Strauss, 2009) The ®af the YTA was on teachers’
professional development, including the in-senti@ning projects and the pedagogy
workshops. The purpose of separating the YTA trgrirom other compulsory teacher
training was that the YTA had built its own profes&l network with the external
educational trainers who provided more specifialgoce to the young teachers. YTAS
administrative costs were partly financed by thealoeducation bureau. The school
principal had regular meetings with the YTA leadétancipal Jin said his role was to

provide resources both financially and intelledi#d the YTA.

5.2.6 Driving forces of distributed leadership

The first driving force is teachers’ high level obnfidence. When conducting the
interviews, | sensed the teachers’ self-belief xplaining their roles, responsibilities,
and reactions to challenges. During the interviearse Chemistry teacher quoted,
“Attitude is everything” (cf. Keller, 1987). He ddarated that teachers were confident
because they were able to perceive mistakes asrigaspportunities. Nobody liked the
negative results and face-losing, but in the Re#lippeople followed the principle that
“blaming is not an option”. The Head of the YTAddhat the first lesson she gave to
the newly recruited teachers was “learn to believeyourself not only when you
succeed, but also when you fail”.

The second driving force is the leadership pipelimethe Redbrick, the YTA
played an important role in nurturing young teash@evelopment. One English teacher
said she chose the Redbrick as her career stamimgj because she heard the Redbrick
was the place where teachers’ biggest potentialddcbe exploited. After being an
active YTA member for 2 years, she had been elettedmentor for other newly
recruited teachers. Since most of the leadershgtipos in the YTA change every two
years, the majority of the members had opportuniteassume leadership roles through
the pipeline. The YTA leaders and their succesbars at least three months time for
knowledge transition and co-working to ensure tbw team could function. Bolman
and Deal (2003) argue that leaders should creatditoans to nurture people who can
carry out meaningful changes. In the Redbrick Sthdoe leadership pipeline

contributed to the school’s sustainability in hunr@source and intellectual capital
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accumulation. Once the intelligence was shared gouatl interpersonal relationships

were built, it minimized the risks of losing onetaro key individuals.

5.2.7 Barriers to distributed leadership

Despite the driving forces discussed above, thezesame complicating factors that
hinder the leadership distribution in the Redbrschool. The first dilemma was that
some teachers perceived the collaborative decisiaking as an extra burden. When
the situation called for a quick decision, using tiollective decision making strategy to
collect opinions from different perspectives wasywao time-consuming. One teacher
leader questioned the idea that democratic managewss the answer to everything.
She said, “We need a more decisive principal. Aewiscision does not always mean the
group satisfaction.”

Linked to the collective decision making, the satdmarrier was the micro-
politics within the management team. When the rnesowas scarce, the conflicts
among different interest groups were unavoidabtencipal Jin said like many other
organizations, the Redbrick also had “whistle blmyepinion leaders, and free riders”
in the team work. His way of managing the internahflicts was to “be fair and
reasonable”. Principal Jin said, “I never forgeatth am leading a group of highly
educated professionals. Coercion does not work .'heFbe democratic school
management required the principal to reconcileouariinterest groups as a mediator or

even a politician (cf. Bolman & Deal, 2003).

5.3 The Ocean School case

The Ocean School featured the school teachers asgehagents. By conducting
researches, teachers reflected on their teachingrp@nce, team work, knowledge
creation, and professional growth. This case ingattd how distributed leadership

supported the learning community and teachersgssabnalism in a Chinese school.

5.3.1 The Ocean School background

The Ocean Secondary School was first established®4% as a private school funded
by the democrats before the liberation of Shanghfder its establishment, the Ocean
School had experienced a series of mergers. Byirtiee this research was conducted,
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the modern Ocean Secondary School comprised 39esldsom Grade 7 to 12 with
approximately 1400 students and 120 teachers. @ieok was divided into the lower
secondary section and the upper secondary se@amh section had its own campus
along one street. The core leadership team codsisteone principal, two vice

principals for lower secondary section and twoupper secondary section.

5.3.2 Teacher professionalism: Developing teachers into researchers

By the end of 2007 the Ocean School launched amsdtiproject financed by the
Ministry of Education: The Action Research on Improving School Leadenshger the
Organizational ChangesThis research project aimed at involving more pbeanto
school leadership work and developing people’sdestdp capacity at various levels.
Over 70% of the teachers in the Ocean School vatiytjoined the project.
Participants formed research teams targeting at domains: school administration,
pedagogic leadership, class management, and stiedeletrship.

According to the three-year research plan, by titea 2009, four research teams
should compose their research reports and thenitthepm into a book. However, in
the early phase of the project, teachers found wttimy the academic research was a
rather alien concept to them. In order to prepaaehers with necessary research skills,
a few external professors from the national teatfaning university were invited to
the Ocean School. Once a month, these professgasined the research seminars with
the teachers. In the seminars the teachers lelimedo use different research methods
and compose a solid research report.

The teachers summarized the three advantages auciimg a school-based
research project. First, they knew the studentsebéhrough researching the class
dynamics. In return, the quality of teaching goprmoved. Second, the teachers shared
their research outcomes with others. A learning roomty was built through the
research project. Last but not least, the teadierame more innovative in their work.
They learned to observe and analyze their dailchieg practice with various
theoretical lenses.

When | conducted interviews in the Ocean Schod,fthur research teams were
composing their final reports. | attended theireegsh seminar. Dr. Chang was one of
the external experts from the teacher training ensity who supervised the research

project in the Ocean School. During the break efdbminar session, | had a chance to
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talk to Dr. Chang. He said after guiding the teaslier almost a year, he found that the
biggest difference between the teachers who attetiseresearch project and those did
not was that the former were more objective whealyamg their daily work. He also
stressed that letting the practitioners do thearebewould dramatically benefit the
teaching and learning. Because all the researchtiqne emerged from the practice,
they were thus more concrete and specific.

The school principal, Mr. Tong, used both financadd moral incentives to
motivate his teachers. All the research projectigpants received an extra bonus for
their over-time work and more in-service trainingportunities. When the research
reports got published, the authors would get rematima. Every year the Ocean School
received a lot of visitors from all over the workkincipal Tong always gave the stage
to his teachers to introduce their research res@iishe said, he wanted “everyone to

know we are doing something magnificent”.

5.3.3 School value: Creating and leading an ethical school

During the interview, Principal Tong told me therst about how he led teachers to
build an ethical school. The lower secondary sactb the Ocean School admitted
nearly 300 students in the school district everarydn the year 2008, the local
education bureau suggested the Ocean School shecdive 54 additional students
whose parents were migrant workers in Shanghaiowiicg to the domicile policy, the
Ocean School had the right to deny the students aduithanot have residence records
(Hukou Syster!) in the same school district. Principal Tong ahfler a staff meeting to
discuss whether or not the Ocean School shouldgatoese 54 applicants.

As expected, the teachers held two opposite viéhese teachers who were
against the proposal expressed their concerns: tdaeher-students ratio in Ocean
School was quite high already. If they admitted ¢ixéra 54 students, there would be

one teacher to take care of over 40 students. fdrerethe teachers would have to

! Hukou System: A household registration record @fig identifies a person as a resident of an areh
includes identifying information such as name, ptsgespouse, and date of birth. Since the 1980s,
hundreds and thousands of migrant labors pourdities with their kids. Without the Hukou, theselki
are not allowed to enter the city schools as theiinterparts who have the residence record. These
migrant kids can either stay in their hometown andbll in local hometown schools or pay extra fees

get access to city schools. (Macleod, 2001)
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adjust their teaching plans. All of these changesld/add a lot of extra workload to the
teachers.

The teachers who supported the idea of taking retudents gave the following
reasons: The local education bureau would secerdinhnce and facility resources to
the Ocean School. The local students would havieaaae to study with the migrant
students who came from different parts of Chinaesehmigrant students should be
integrated into normal classes instead of beinigied in one special class.

Principal Tong said it was one of the most difficdecisions he made. The
principal, along with the Party secretary and tvicevprincipals weighed the pros and
cons and finally decided to admit those 54 studémttheir lower secondary section.
When being asked how to convey the decision totéhehers and convince them to
implement the decision, Principal Tong replied that, he promised to provide all the
necessary resources the teachers would need. Seben@cean School recruited five
teaching assistants from the teacher training usityeto share the administrative work
with the class teachers.

Principal Tong said, “Teachers all understand ttudggsional ethics one educator
should bear. But when it affects the personal eési; making the right choice is far
from easy.” One subject coordinator referred to $hene story in his interview. He
recalled that not all the teachers accepted thesidacat the first stage. Many opinion
leaders refused to take more students in theisetasThey even gathered a group of
parents to express their dissatisfactions to threcipal’s office. In the end, the principal
along with six class teachers presented a conacdten plan to the dissenters. This
action plan included the pre-tests to evaluatesthdents’ knowledge level, the teaching
assistance policy, the resource assurance, anddhdek system. By the end of the
semester, teachers and parents agreed to adnat stxtients to the Ocean School. 47
out of 54 migrant students were admitted. The ramgiseven students did not enroll
due to their family reasons.

During the interviews, teachers who participatedhi@ decision making process
said the plan was risky but the result was rewarddne of them said the whole school
had a better understanding of their value towaml ghciety at large. One teacher

concluded, “As a teacher, | know what | stand fownl am proud of my profession”.
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5.3.4 Principal’s empowerment strategy: Long-term empowerment

The three-year national project in the Ocean Schowlvided a self-reflective

environment for teachers to rethink and redesigir ithaily teaching performance. The
school principal empowered teachers to conduct ecapiresearch in their classes.
Empowering teachers to be researchers had itgegicatignificance. Principal Tong in

his interview pointed out that a successful schalmduld not rely on a few elites,
because the personnel change would damage thel sahropetitiveness if the “key

people would be gone”. The research project engegrateachers to share their
expertise within the team. Thus, the whole teanaimecmore competitive instead of the
individuals. A learning community was establishletigh this process.

The three years’ time span gave the teachers muifitme to learn the new skills
and practise them. When this research was conducted 20 teachers had published
one or two articles in the education journals. Whtensidering what has been the
biggest change for teachers after participatindpéennational research project, there was
a consensus that the teachers felt more confidenteaching and leading. All the
interviewees agreed that this long-term projectvigled teachers with sufficient

resources to develop their profession.

5.3.5 Principal’s empowerment strategy: Short-term empowerment

Apart from the long-term teacher empowerment, HpalcTong also used pragmatic
power distribution in the Ocean School. This typempowerment is a reaction toward
external events and it is characterized by its @d duality. (cf. Leithwood, Mascall &
Strauss, 2009)

The second story told us that at a critical momirat,school principal empowered
a temporary task force to make an action plan amyince the dissenters. This short-
term empowerment solved the conflict among thehieac As Principal Tong said, “It
was a critical moment because you will either wie support or lose the trust from
your teachers. | had to find those teachers whityrbalieve in our school values, and
more importantly, who can do a good job.”

In a high stakes pressured environment, empowercantoe difficult, because
teachers did not want to risk their interpersorsétionships or sacrifice their time.
Thus, it is crucial that the leader can createmafodtable and supportive environment in

which the empowered teachers are willing to assan@mporary informal leadership
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role (cf. Martin, 2002).

5.3.6 Driving forces of distributed leadership

During the interviews, the teachers who particigate the national research project
emphasized that they had acquired new knowledgeslaitigl to improve their teaching.
Different from the in-service teacher training piams, developing teachers into
researchers focused on the internal knowledgeioreand circulation. Teachers’ self-
efficacy was enhanced through knowledge accumulatio

The second driving force in the Ocean School was dghternal professional
guidance. University experts were invited to guekechers’ researches. They brought in
the most up-to-date theories, research methods,irgacthational perspectives. The
research seminars guided teachers to design tlearobsinstrument and collect the
empirical data. After collecting the first-hand @athe teachers learned how to analyze
the data and to compose a research report. Teadhaned such research skills training

were extremely important for them to complete thagget in time and with high quality.

5.3.7 Barriers to distributed leadership

Although many teachers in the Ocean School confirthat they were empowered in
the long-term and/or short-term projects, thereewsdill some obstacles hindering the
leadership distribution. The first concern was tbame empowered teachers did not
fulfill their tasks. These teachers were not fydtgpared for the challenges or they over-
estimated their leadership capacity. Thus, whemptimg the distributed leadership in
the school, it was crucial to develop an evaluatigstem. The school principal should
have an overall supervision of teachers’ work armyipge guidance when needed.
Another challenge was to differentiate distributexhdership from pseudo
empowerment. People reacted to the empowermesetreliffly. One teacher mentioned
that she joined the research team just because aohdis¢ other teachers did. She was
afraid that if she did not do some teaching-relagskarch, she would be “left out”.
During the interviews, a few teachers also complditnere were some free-riders in the
team. Thus, the genuine distributed leadershipgbriout the commitment from the

empowered teachers.



6 QUANTITATIVE DATA FINDINGS

This chapter presents the quantitative data fraengtiestionnaire survey. There are six
sections in this chapter. The first two sectiortsoniuce the questionnaire design, the
sample selection, and the demographic data ofuheg participants. The third section

focuses on the internal consistency analysis ofginestionnaire as well as the survey
validity. Section four combs through respondentsveers to 20 questionnaire items
under four domains of self-efficacy. | will compatiee quantitative data with the

qualitative findings in Chapter 5. Section five exaes the internal correlations among
the four domains and their relationship to teachseidf assessment. Section six

concludes the main findings from the quantitatessarch.

6.1 Questionnaire design

In the research design of this study, the quainéatsearch plays a supportive role to
the qualitative research. The mixed methods approaangulates the data collected
from both quantitative and qualitative methodstHa quantitative research | used the
questionnaire survey to examine the teachers’editfacy levels in three research
schools. This questionnaire consists of three ptgsparticipants’ personal information,
the participants’ self-efficacy levels, and papamts’ self assessment. A total of 60
questionnaires were distributed with a 100% resporete in each school. The
questionnaire was originally in the Chinese langudgr the convenience of the
respondents. The questionnaire was later on traaslato English for the purpose of
the thesis and international readers.

In the first part of the questionnaire, the papidrits provided their personal
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information on the following aspects: gender, yearsteaching experience, current

position, and grade level. The second part of thestionnaire focused on the four

domains of teachers’ self-efficacy level includidgcision-making (DM), teaching and

research (TR), interpersonal relationships & coapen (RC), and school culture (SC).

Before going to the field, | collected the informoat about each research school and
found all the three schools were conducting a fetwosl-based researches with the
topics of school culture, school leadership, andestts’ learning. In order to adapt the
questionnaire into the school context, | intentiynadded the context-related questions
such as the school-based curriculum developmestatwhical cooperation, and the

school-based research project. The third part @fgirestionnaire asked the participants
to give a self assessment to their work performandahe previous semester from 1

(Not satisfactory) to 4 (Excellent performance amatle great progress).

6.2 Sample selection and demography

In this study, 20 teacher leaders from each rebeaahool participated in the
questionnaire survey. All the 60 participants hbgen active in the leadership positions
for years.The purpose of using the purposive sampling isnsuee the researcher can
get access to the knowledgeable people who holdofegsional role, expertise and
experience to fulfill the research inquiry (Coheralke, 2007).

Due to the fact that my research was conductedhguhie summer vacation, my
questionnaires were distributed during the schaeketive meetings and got a 100%
response rate. For the convenience of analysispupgthe subject coordinators, the
teacher association leaders, and the Heads ofdae ynder the category of teacher
leaders. The school principals, the vice princigald the Party secretary are grouped
under the category of top management team. Thigarels aims at exploring the
relationships and interactions between these twapg. The first focus is how the top
management team empowers teacher leaders. Thedsémous is how the teacher
leaders take the initiatives to assist the top mameent team in leading the school.

Table 4 shows that in the three schools the mgjofitthe school leaders were
female (71.1%). This result corresponds to theitye#that in China there are more
female teacher leaders than their male counterpatte basic education system in big
cities such as Shanghai. However, the gender loligion tends to be more equal in



65

schools at township and village levels. (cf. DiGgen & Sun, 2011).

TABLE 4 Sample demographics

Sunshine Redbrick Ocean All
n % n % n % n %

GENDER

Male 8 40% 2 10% 7 35% 17 28. 3%

Female 12 60% 18 90% 13 65% 43 71. 1%
YEARS OF TEACHING EXPERIENCE

0-3Years 3 15% 0 0% 1 5% 4 6. T0%

4-6Years 1 5% 6 30% 11 55% 18 30. 00%

7-10Years 1 5% 8 40% 3 15% 12 20. 00%

>10 Years 15 75% 6 30% 5 25% 26 43. 30%
CURRENT POSITION

Head of the Year 3 15% 3) 15% 6 30% 12 20. 00%

Subject Coordinator 13 65% 17 85% 10 50% 40 66. T0%

Principal/Vice-Principal 3 15% 0 0% 3 15% 6 10. 00%

Party Secretary 1 5% 0 0% 1 5% 2 3. 30%
GRADE LEVEL

Grade 1-6 7 35% 0 0% 0 0% 7 11. 70%

Grade 7-9 12 60% 0 0% 14 70% 26 43. 30%

Grade 10-12 0 0% 20 100% 6 30% 26 43. 30%

Other 1 5% 0 0% 0 0% 1 1. 70%

In Sunshine School, 75% of the respondents had mniome 10 years’ teaching

experience, while in the Redbrick School and theadcSchool the percentages were
only 30% and 25% respectively. This data echoedfitidings from the qualitative

research that in the Redbrick and the Ocean, yteaghers were more active in leading.
In the Sunshine School and the Ocean School, betls¢hool principals and the Party
secretaries participated in the survey. Howevetha Redbrick School, only teacher
leaders filled in the questionnaires because ti@dcprincipal and Party Secretary
were not available. Three cases represented thifesredt types of schools: the

Sunshine School covered the primary (7 respondemid) the lower secondary (12
respondents) levels the Redbrick School was at upper secondary (8porelents)

level, and the Ocean School consisted of both lo{tdr respondents) and upper
secondary (6 respondents) levels. The statistiatd thdicated that teachers did not
have more than one official leadership role in fthool. For example, the school
principal does not serve as the subject coordiratttine same time. This implies that in

these three schools, the official leadership stinectends to make clear job descriptions

2 Note: Sunshine School has 1 respondent (Party Secretary) does not teach a subject at any
grade level.
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for school leaders and reduce the role ambiguity

6.3 Internal consistency analysis

Cronbach’s Alpha is widely used as a measure tbttes reliability of the survey
answers. In order to examine the internal consistesf the questionnaire items, |
applied Cronbach’s Alpha to calculate the coeffitief reliability in the SPSS. (Cortina,
1993; Cronbach, 1951) Cronbach’s Alpha examingkafrespondents’ answers in this
survey were stable and consistent.

Table 5 shows that the Cronbach’s Alpha valueDdig(0.776), TR (0.763), and
SC (0.760). Since all the Cronbach’s Alpha values al above 0.7, the internal
consistencies of the respondents’ answers are @adepThe Cronbach’s Alpha in RC
(0.816) is above 0.8 which indicates the six itemase good internal consistency.
Generally speaking, the higher Cronbach’s Alphdhis,more reliable the test is. What
is worth noting here is in social science reseathe Cronbach’s Alpha value of 0.7 or
higher is considered acceptable. (Nunnally, 1978)s] the data collected through the

teachers’ self-efficacy questionnaire in this reseas reliable.

TABLE 5 Internal consistency analysis of the fouesgtionnaire sub-sections

Sub Sections Cronbach’s Alpha Items
Efficacy on Decision Making (DM) 0.776 4
Efficacy on Teaching and Research (TR) 0.763 6
Efficacy on Interpersonal relationships and Cooperation 0.816 6
RC)
Efficacy on School Culture (SC) 0.760 4

6.4 Teachers’ self-efficacy levels in three schools

In the second section of the questionnaire, thene\altogether 20 questions to evaluate
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the teachers’ self-efficacy levels in the threeostf. This section had four domains
including efficacy on decision making (DM) with #eins, efficacy on teaching and
research (TR) with 6 items, efficacy on interpeedarlationships and cooperation (RC)
with 6 items, and efficacy on school culture (SGbhhwt items. The participants were
asked to score their levels of agreement from thl{jodisagree) to 9 (strongly agree)
on each item.

All the 20 statements were formed in a positiveetarhich means the higher the
score is, the more confident the respondent feethis situation. When examining the
survey results, | divided the Likert scale intoethrstages: scores from 1 to 3 mean
teachers have low self-efficacy, from 4 to 6 mesachers have medium self-efficacy,
and from 7-9 mean teachers have high self-effich@alculated the means and the
standard deviations of each item in the questioendhe means showed teachers’ self-

efficacy level in a certain situation describedha statement.

6.4.1 Efficacy on decision making

In the decision making domain, the teachers inttinee schools marked their levels of
agreement on the following four statements:
DMS5 I feel | am consulted by the principal in thectsion making process.
DM6 My voice is heard and valued during decisiorkimg.
DM?7 | feel | easily get access to the informatiameked before | make any
decisions.
DM 8 | have the autonomy to lead my team withowotouch intervention
from other leaders.
Table 6 summarizes the answers in the decisionngakbmain. When looking at Item
DMS5, we can see that teachers in the Redbrick headOcean schools felt that during
the decision making process, they were consultedchpol principals to some extent,
but their ideas were not completely heard and vhalue the Sunshine School, the
respondents showed a medium level of self-effiaatypeing consulted by the superior

and a high level of self-efficacy on getting theninions valued.
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TABLE 6 Efficacy on decision making in the thredisols

DM 5 DM 6 DM 7 DM 8
School Mean St.Dev Mean St.Dev Mean St.Dev Mean St.Dev
Sunshine 6 279 7 2,75 7 1.94 8 2.10
Redbrick 4 2.49 3 268 7 1.82 9 1.24
Ocean 4 2.00 3 232 7 1.74 9 0.83

In Item 7, all the three school respondents demnatest high levels of self-efficacy
(Mean=7) in information sharing and access. Whatagh mentioning here is, that all
the teacher leaders in the three schools felt biaglyhigh autonomy in leading their own
teams without unnecessary intervention. This deden fthe survey echoed with the
findings from the interviews that teacher leaderdhe three schools felt they were
empowered to take full charge of their teachingugeoor project teams. It was widely

mentioned that school principals mainly playedrtiie in backing up teacher leadership.

6.4.2 Efficacy on teaching and research

The efficacy on teaching and research was meadyeik items. TR9, TR10, TR13,
and TR14 examined the teachers’ confidence in tearhing abilities, especially in the
areas of using teaching materials, helping studeiis learning difficulties, coping
with insufficient parental support, and facilitajimdependent learners. TR11 and TR12
focused on teachers’ professional development &ed influence on school-based
research projects. Item TR 12 was designed inah&egt of the eighth Chinese national
curriculum reform which encourages teachers toasksc and enhance their teaching
potentials through conducting researches (Zhon@&gy 2006).

TR9 | have influences on choosing the teaching nadgeand instruments

for the teaching groups.

TR10 | am confident in my abilities to help studenwith learning

difficulties.

TR11 | am willing to participate in continuous pesfional development.

TR12 | feel | am able to influence school-base@aesh projects.

TR13 When there is a lack of parental support;nl sl promote students’

learning.

TR14 | believe | can increase students’ interegtdanning and develop them
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into independent learners.
From Table 7 we can see that all participants atéd a high self-efficacy on teaching
and research. In TR9, teachers from the Sunshihedbgave an average 7 out of 9 on
utilizing teaching resources in the school. Thisutewas backed up by the interview
with one music teacher. She mentioned that thelsuasSchool principal gave her full
support in using the facilities and classroomgébrearsal during the school anniversary
celebration. Respondents from the Redbrick andCibean schools gave 7 and 6 for
using the teaching materials and instruments. Heweluring the interviews in these
two schools, teachers and principals did not giweceete examples on this issue. Thus,
the quantitative data revealed the information Whizas not mentioned in the

gualitative research.

TABLE 7 Efficacy on teaching and research in theéschools

Efficacy on teaching and research in three schools

TR9 TR10 TR11 TR12 TR13 TR14
St. St. St.
Dev Mean Dev Mean Dev
Sunshine 7 2.01 8 1.50 8 1.88 8 1.48 8 1.63 8 1.29
Redbrick 7 1.39 8 1.03 8 2.56 8 2.06 8 1.07 7 1.22
Ocean 6 1.71 7 1.18 7 1.46 8 1.07 7 1.85 7 0.94

St St. St
School Mean Mean Mean Mean
Dev Dev Dev

The respondents in all the three schools showddhalével of self-efficacy in helping
the student with learning difficulties in TR10. Axding to the qualitative research, the
Sunshine School emphasizeardviding a friendly and equal learning environmeat
all the students who have various academic, soplafsical needsin their new school
vision since 2004 (The Sunshine School, 2004).ciiyal Fu declared in her interview
that she encouraged teachers to have individualssons with each student in their
class. She emphasized that teachers should knalerdtl special needs and provide
support in a student-friendly way in the Sunshicbd®l. In the Ocean School, teachers
combined their research projects with the subjeeching. One research team was
conducting researches on pedagogic leadership.n@tieematics teacher pointed out
that he adjusted his teaching plan several timés ahalyzing the class dynamics
through the research survey. Teachers also shagedest practices in helping students
with learning difficulties in the research seminarghe Ocean School. The Redbrick

School is a high-performing general upper secondenpol in Shanghai. Therefore, the
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students in the Redbrick are mostly eminent in egad studies. During the interviews,
the teachers did not mention the challenges in gingahe students with learning or
discipline problems. But the quantitative data sbduhey felt confident in this field too.

Item TR11 examined teachers’ willingness in pgoating in professional
development. All the respondents from the threeoglshshowed strong agreement.
Referring to the qualitative findings, we can matielse high scores with the interview
findings. The Young Teacher Association in the Rm#tbSchool helped the young
teachers building their career ladder. TeacherthenSunshine School also gave their
examples of attending in-service teaching semiaadsclass observations. In the Ocean
School, teachers joined the research project tdwanwvork-related researches and had
their research outcomes published. Teachers sumedaitie benefits of attending these
programs to be broadening the views, extendingegsibnal networks, and receiving
leadership opportunities.

Against the background of the eighth national cuttim reform, teachers said
they were given more autonomy in designing and logwey the school-based
curriculum. Statistically, Item TR12 demonstraté@ teachers’ strong confidence in
influencing the school-based research. TeachetBeirSunshine School integrated the
interdisciplinary teaching in their school-basedriculum. The Ocean School launched
a national research project in which over 70% & thachers participated. Both the
guantitative and the qualitative data showed tlfigr #he national curriculum reform,
teachers received more autonomy to conduct theottiased research. However,
during the interviews, some teachers also mentidhatdthey expected more guidance
in analyzing the class dynamics with the theoréticameworks. For example, the
Ocean School cooperated with the teacher trainiodege. There were external
professors who visited the school on a regularshdsaching research methods and
organizing academic seminars.

Item TR13 investigated whether teachers felt capaidl promoting students’
learning when there was no sufficient parental supd he statistical data showed that
the teachers in the three schools could manage tb&ching at school with great
confidence. This finding was also backed up by ITER14 which examined teachers’
beliefs in nurturing students into independentriess. Teachers scored their confidence
levels in the scale between 7 and 9. In the ingevgiteachers used the phrases such as

“number one concern” (the Sunshine School), “mageponsibility” (the Sunshine
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School), “extremely crucial” (the Redbrick Schoadnd “the meaning of schooling”

(the Ocean School) to describe the significanceeathing and learning. Interviewees
from the Sunshine School and the Ocean School ralsationed that most Chinese
parents checked students’ homework on a daily lmhsimg the basic education level
from Grade 1 to 9. Sometimes the parents also gedvguidance and tutoring when
students had learning difficulties. However, pasemad less involvement in checking
and guiding students’ homework when students ethtepper secondary schools (from
Grade 10 to 12) in the Ocean upper secondary seand the Redbrick School. One
teacher from the Sunshine School and two teachens the Ocean School said they
paid extra attention and care to the students wdmb family issues, i.e. parents as

migrant workers, divorce, or single parenting.

6.4.3 Efficacy on interpersonal relationships and cooperation

The third domain of the survey was teachers’ sififacy on the interpersonal
relationships and cooperation. There were 6 itenteuthis category.
RC15 | believe | can motivate and support my cgiless to achieve their
goals.
RC16 | feel | can competently complete the taskggagd by the principal.
RC17 As a teacher leader, | contribute to hieraadhicollaborations
between senior management team and teachers.
RC18 As a teacher leader, | know the needs fronteagn members, and
therefore | am able to fulfill their requests.
RC19 | can establish good relationship with alldstuts by building trust
and respect.

RC20 I believe | win parental support and trusotigh my excellent work.

This domain included teacher leaders’ interpersaeddtionships with colleagues,
superiors (the school principals), parents, andlesits. It also indicated teachers’
cooperation with their team members. Both RC15R@d.8 focused on the horizontal
collaboration among the teachers.

From Table 8, the results showed that teacher tsadere aware of colleagues’
needs and felt confident in helping them achiewartgoals. During the interviews,

interviewees widely mentioned the concept of tearkw®here were several forms of
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teamwork in the three schools including projectdoageams (the Ocean School),
interdisciplinary teams (the Sunshine School), etidpased teams (the Sunshine
School), permanent association (the Redbrick Sghaold temporary task force (the

Ocean School).

TABLE 8 Efficacy on interpersonal relationships awbperation in the three schools

RC15 RC16 RC17 RC18 RC19 RC20

St. St. St. St. St.
School Mean Mean Mean Mean
Dev Dev Dev Dev Mean Dev Mean Dev

Sunshine 7 1.89 8 1.28 8 1.49 8 1.22 9 1.19 8 1.48
Redbrick 8 1.51 8 1.07 8 1.01 9 0.95 9 0.47 8 1.23
Ocean ] 1.60 7 1.86 7 0.85 7 2.06 8 0.87 7 1.27

Different from RC15 and RC18 which looked into teacher leaders’ role in horizontal
collaboration, RC16 and RC17 focused on their erlte on teachers’ vertical
collaboration with the senior management team. GL® the teacher leaders in the
three schools were very confident in completingtdsks assigned by the principal. In
the interviews, the Sunshine School teachers dawesxamples of leading the school
orchestra and initiating sports activities. The c&hprincipal also adjusted the
timetables for teachers to have regular team ngtin the Redbrick, the Head of the
YTA led a self-governed organization and built awn leadership pipeline. Teachers
from the Ocean School formed a task force, asgidtie school principal to collect
empirical data and convince other teachers andnfsmte accept the decision about
student enrolment expansion. In these cases, Hubde leaders played the role as the
medium between senior management team and thetetudrers.

ltem RC19 and RC20 scrutinized if the teacher leadelt confident in
maintaining good relationships with students anepg. Both the Sunshine School and
the Redbrick respondents gave the highest sconemiring students’ trust and respect.
Teachers from the Ocean School also gave an av8regthis statement. The Sunshine
School teachers brought their school vision intiioas by practising the slogd@rant
the sunshine everywhere on our campusie teachers agreed that small things such as
having face-to-face talks, remembering every sttisl@ame, crouching down or sitting
down during the talks can shorten the power digtdistween teachers and students. As
to the teacher-parents relationship raised in R@26,Redbrick school teachers said
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they used the online forum, regular phone callsj amails to communicate with
parents. The teacher-parents meetings usuallypglaae twice a semester. Parents were
also invited to other school events. The teachaddes in the Ocean School gave the
example of how to convince the parents to accepsthool decision of admitting extra
54 immigrant students. Although the teachers metesiesistance at the beginning, they
finally won the support from most of the parentsewithey emphasized the school

ethics.

6.4.4 Efficacy on school culture

The focus of the fourth domain was on the efficanyschool culture. This domain was
examined by the lenses of the teachers’ personahemtion to the school culture
(SC21), the school ethics (SC22), the challengimgirenment (SC23), and the
teachers’ sense of belonging (SC24).

SC21 | believe | represent our school culture tghmut every day work.

SC22 | feel everyone in school is treated equaily fairly.

SC23 | enjoy my job even in difficult situations.

SC24 | believe | am an irreplaceable part of theost | can greatly

contribute to school’s future development.
The survey data in this domain was concordant thighresults from the previous three
domains (Table 9). Both the Sunshine School andR&eébrick School teachers had
high-level beliefs in practising school culture idgr their daily work. The Ocean
School teachers gave an average 6 to this statefflemtconcrete examples given by
the interviewees backed up their choices in thestj@naire survey. The Sunshine
School embedded the values of respect, trust aedircdheir school vision. The idea of
interdisciplinary teams encouraged teachers to @adg with new colleagues. The new
culture also eliminated the interpersonal estraraggnand dissection caused by the
major school merger. The Redbrick School has a swoloulture. The successive
principals of the Redbrick infused their educatigstdlosophies into the school culture.
Many traditions such as the Young Teacher Assariatdemocratic management,
encouraging innovation and risk-taking were seethasseeds from which the school
culture blossomed and harvested. The Ocean Schaohérs saw themselves as the
culture constructors. Since 2007, many school &aciwvorked on the national research

project. They perceived this project as a milestoniaeir school history which should



74
be characterized as the school feature. HoweVerydeachers in the Sunshine School

and the Ocean School also mentioned that they aichave a deep understanding of

how to link the school culture with their subjegathing.

Table 9 Efficacy on school culture in the threecsih

Efficacy on school culture in the three schools
SC21 SC22 SC23 SC24
School  Mean StDev  Mean StDev Mean StDev Mean  StDev
Sunshine 8 1.47 8 1.23 8 1.29 7 2.04
Redbrick 8 1.25 9 0.94 8 0.94 8 112
Ocean 6 1.73 7 1.31 7 1.23 7 1.32

SC22 looked into the ethics of equality from thacteers’ perspective. As literature
points out, Chinese schools have the feature afjgeb power distance comparing to
their western counterparts. The power is distribut@evenly in such a hierarchical
structure. (Jackson & Bak, 1998; Walker, Bridge€Ban, 1996) However, in contrast
to the previous research findings, all the threse@ech schools respondents strongly
agreed that they were treated equally and fairlythieir schools. Especially in the
Redbrick School, the majority of the respondentgega 9 to this item. The meaning of
equality and fairness was elaborated by the irderees as “free speech”, “open
discussions”, “transparent decision making processivell as “constant feedback”.
SC23 explored the respondents’ confidence levalldaling with work-related
challenges. The teacher leaders usually face th&spres from two sources: one from
their own class teaching and another from the lshdle work. Challenges related to
leadership work referred to by the intervieweeduided “role ambiguity”, “work-
private life imbalance” (the Sunshine School), “roipolitics”, “indecisive leadership”
(the Redbrick School), “capacity-position mismatcahd “free-riders in teamwork”
(the Ocean School). Bandura (1994) and Pajares7]188lieve that teachers’ self-
efficacy is grounded in people’s perceptions orhbenivironmental opportunities and
obstacles. Based on the statistical data fromuheeyg, respondents in the three schools
could bear the uncertainties and perform in aceuréavith the increasing demands. In
the interviews, the teacher leaders also mentithadthey felt more self-actualized if

the school cultural context acknowledged and apgtet their efforts.
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Item SC24 was future-oriented. It examined teacle#fisacy level on their future
contribution to the school development. There were reasons for categorizing this
item in the domain of school culture. First, itleeted whether the school culture
recognized and appreciated the uniqueness of esuegle teacher. Second, it explored
if the school culture nurtured teachers’ long temommitment to the school
development. Teachers’ answers to this statemerd iweconformity with the previous
three statements in this domain. The qualitativedence showed that many
interviewees were willing to link their future cars with the school development.
When being asked about the reasons for it, thdnézaceferred to the following aspects:
“a healthy environment” (the Sunshine and the Oceimool), “an ethical school” (the

Ocean School), “an inspiring atmosphere for noteeehers” (the Redbrick School).

6.5 Correlations among teachers’ self-efficacy domains in the
three schools

The research focus of this study is to find ouidtributed leadership exerts influence
on teachers’ self-efficacy level in the Chineseosthcontext. This section tests the
correlations among the four domains and their imahips with Item 25 teachers’ self-

assessment (SA). The correlation test answers westgpns: First, if teachers feel

confident in one domain, do they feel confidenbals other domains? Second, which
domains have strong influences on teachers’ seisssnent on their performance in the
previous semester? The three research schools exarained separately because of

their unique contexts.

6.5.1 Correlations in the Sunshine School

From Figure 7 we can see that all the four dombaawe positive relationships with each
other in the Sunshine School. The strongest pradaftteachers’ self-efficacy level on
decision making (DM) was the school culture (SC).802**). Interpersonal

relationships and cooperation (RC) had a strongipesnfluence on teachers’ capacity
in teaching and research (TR) (0.933**). Schooltwe (SC) ranked as the second
biggest predictor of efficacy on teaching and regdedTR) (0.900**). Moreover, the

majority of the respondents chose 3 (meeting thguirements and made some

progresses) in their self-assessment (SA, MeantBeB=-0.324). The self assessment
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result showed that respondents felt satisfiedcstiiand had a high level of confidence
in their performance. Teaching and research (TRjrituted significantly (0.715**) to
the result of the self assessment. This is follolwedhe interpersonal relationships and
cooperation (RC) as well as the school culture (S@pachers’ efficacy on decision
making (DM) also had a positive relation (0.437}te teachers’ self assessment result.
But this correlation was not significant at the0l8vel comparing to other predictors
such as TR, RC and SC.
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FIGURE 7 Correlations among teachers’ self-efficdoynains in the Sunshine School

It can be concluded that in the Sunshine Schoathters’ self-efficacy levels in the four
domains were interrelated. For instance, the teaghe feels confident in building and
maintaining interpersonal relationships with thdleagues also feels confident in
conducting the teaching and research. In the sséssment, teachers felt satisfied with
their performance and they believed they had maagress during the previous

semester. This conclusion was heavily influencethieyr efficacy on TR, RC and SC.



77

6.5.2 Correlations in the Redbrick School

When looking at the internal correlations in thelB#ck School (Figure 8), we can find
that the efficacy on decision making (DM) predici@l591**) teachers’ efficacy on
school culture (SC). Similar to the Sunshine Schoeachers’ perception on their
interpersonal relationships and cooperation (R@yqd a decisive role (0.986) in their
teaching and research (TR) capacity. School Cul{&@) was seen as the second
biggest positive predictor to teaching and reseéfé&t). Teachers also gave an average
3 (meeting the requirements and made some progjessg of 4 in their self-

assessment.
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FIGURE 8 Correlations among teachers’ self-efficdoynains in the Redbrick School

The statistics showed the positive correlationsvben the four self-efficacy domains
and the teachers’ self assessment result. Howswel, correlations were not significant.
We can draw the conclusion that in the Redbrick o8thgood interpersonal

relationships and cooperation contributed to teeclegh performance in teaching and
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research. This also nurtured a healthy school milvhich made teachers feel self-

actualized and committed.

6.5.3 Correlations in the Ocean School

Figure 9 shows that the Ocean School had the sifimidings that all the four domains
were interrelated. The strongest predictor (0.53@f*the efficacy on decision making
(DM) was the efficacy on school culture (SC). Sanito the Sunshine School and the
Redbrick School, the interpersonal relationshipsl aooperation (RC) positively
predicted teachers’ teaching and research confedenel (TR) (0.695**). If teachers
felt they had a big impact on school culture (S6¢y also had a stronger self-efficacy

on maintaining beneficial interpersonal relatiopshiRC) (0.706**) within the school.
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FIGURE 9 Correlations among teachers’ self-efficdoynains in the Ocean School

In the last item of the questionnaire, all the tess from the Ocean School chose 3
(meeting the requirements and made some prograsse® self assessment. Thus, the

statistics did not show what factors actually hdm tbiggest influence on the
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respondents’ teaching performance in the previamester. But, we can draw the
conclusion that in the Ocean School, teachers safisfied with their performance.
Teachers also believed that the good interpersetationships and cooperation would
dramatically benefit the school culture. A demadcratchool climate encouraged

teachers to make independent decisions on teaching.



7 DISCUSSION AND CONCLUSION

The last chapter discusses the findings from bbé&hqualitative and the quantitative
researches. It is followed by the conclusion sectuiich summarizes the whole study.
The limitations of this study are mentioned in tloisapter as well. Based on the
limitations, | will give the research recommendatido other scholars who share the

similar research interest.

7.1 Discussion on qualitative findings

When comparing and contrasting the findings fromn tiiree case studies, | found that
distributed leadership exists in the Chinese schwodifferent forms. There were three
themes that emerged from the qualitative data:firbietheme comes from the Sunshine
School case, which is the individual-based empowetnversus the team-based
empowerment. The second theme focuses on the eddaged empowerment versus the
position-based empowerment (the Redbrick Schod)cd$e third theme looks into the
long-term empowerment versus the short-term empoeet (the Ocean School case).
What is worth mentioning is that even though eam$edchas a specific focus, there are
common features in all the three cases studies. stheol leadership is distributed
flexibly, sometimes even spontaneously, in theghesearch schools (cf. Spillane, 2006;

Gronn, 2000). Figure 10 synthesizes the findingmfthe qualitative research.
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& Personnel change
& Interdisciplinary teams

The Sunshine School
Focus on person

/ Common Features \

@ A shared vision

@ A democratic principal
© A flexible structure

© A solid moral basis

@ An inclusive culture
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> @ The role ambiguity

@ Lack of knowledge and skills

© Leadership pipeline

The Redbrick School

@ Unwillingness to lead ) .
ocis on practice

@ Micro politics

@ Lack of time
@ Unpredictability

& School-based research project

N /

The Ocean School

@ Lack of evaluation Focus on time

@ Pseudo empowerment

FIGURE 10 Synthesis of the three case studies

Although each research school has it unique badkgr@nd practice, there are a few
common features that emerged from the qualitativeirigs. During the interviews, |
realized that most of the interviewees were notilfamwith the concept of distributed
leadership. But according to the concrete examgiesn by the interviewees, both
school principals and teacher leaders practisedisteibuted leadership in their daily
work. The interviewees gave an explicit statemenhsas “a shared vision can unite the
whole school working toward a common goal.” Thechea leaders appreciated “a
democratic school principal” who supported theitiatives. On top of that, “a flexible
administrative structure” allowed the teachers gant up with different colleagues.
Interviewees in all the three schools emphasized they had a strong sense of
belonging when working in an ethical school withs@id moral basis” as well as “an
inclusive school culture”. Teachers felt more combexi to their work when the
hierarchical barriers were removed. (cf. Zhang,2®lasé & Blasé, 2004; Bennett, et
al., 2003; Beatty, 2000; Clement& Vanderberghe 0300
If we compare the definition of distributed leadepsin this study with the

qualitative data, we can conclude that even ifsti®ool principals and teachers did not
use the term of distributed leadership, they wetaeally practising it in their daily work.
In many cases, the school principals empoweredeihehers when an emergency took

place. Such kind of leadership was emergent and ¢iarris, 2005; Spillane, 2006).
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The leadership responsibilities did not always @mtrio the official roles. Instead, the
roles of leaders and followers can be shifted atingrto the situations. Last but not
least, the interviewees agreed that they had experd the personal and professional
development after assuming the leadership roleshén school. (cf. Huang, 2007;
Spillane, 2006)

Despite all the positive traits of the distributeddership discussed above, there
were also some challenges faced by the practigsoi®nce the scope of leadership goes
beyond the position, sometimes it is very diffidisitdraw a clear job description for the
empowered teachers (Bennett, et al., 2003; Cromdaagan, Ferguson & Hann, 2002).
This means the teacher leaders have to play sawéealat a time. However, the lack of
time was another big barrier which prevented temcfiem multitasking. Teachers even
felt guilty when they failed to balance their woakd private life. From the school
principal’s point of view, implementing the distuted leadership was sometimes risky
because it was hard to detect teachers’ readirregeedict the situation. All the three
school principals agreed that even after they hagdosvered the teachers in a certain
situation, they still followed the cases. A teansdth empowerment approach was
applied by them more often. Because equipping daeher leaders with sufficient
resources and assistance was one of the solutottsetunpredictability (cf. Gronn,
2008).

Spillane (2006) reminds us that distributed leddpres context bound. Figure 10
(on page 82) also shows the unique features afildiséd leadership in each research
school. The Sunshine School took the top manageteant change as an opportunity
which led to a school-wide reform. Yet, the Redbrichool has institutionalized a
young teacher leadership pipeline for decades. Otean School, on the other hand,
explored teachers’ leadership potentials by inv@vihem into a school-based research
project. | also summarize the learning points fritma qualitative findings. First, the
teacher leaders need special training which enisatiegr leadership knowledge and
skills. Second, the school principal should givenstouctive feedback and effective
evaluation after the empowerment. Third, the scipoioicipal should institutionalize the

distributed leadership into the school culture datlly practice.
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7.2 Discussion on quantitative findings

The quantitative approach investigated into teatsslif-efficacy levels in the three
research schools. In general, the statistics shaatdeachers felt confident in making
work-related decisions, conducting researches, or&ing with peers, as well as
influencing the school culture.

When relating the survey data to the interviewifigd, | found that teachers’ self-
efficacy came from various forms of distributed deeship in the school such as
multidisciplinary teams, individual-based empowenimend self-directed association.
The statistics of correlations also illustratedt tthee teachers’ self-efficacy in the four
domains were inter-related. This finding implieattlschool principals could use both
direct and indirect approaches to improve teachsl:confidence in a certain field.
For instance, if the school principal wants to ioy& teachers’ confidence in teaching
and research, on top of providing the direct pedag training (the direct approach),
the principal can also create the conditions fachers to cooperate with each other and
improve their interpersonal relations (the indirapproach).

The last question in the survey asked the teadbegre a self-assessment about
their performance in the previous semester. In@ewe with high self-efficacy levels
in the four domains (decision making, teaching eesgarch, interpersonal relations and
cooperation, and teachers’ influence on the scloatilire), the respondents gave an
average 3 out of 4 in the self-evaluation which mehey were satisfied with their
performance and they had made some progress in. vidadve all, in this study the
quantitative findings aligned with the qualitatifradings. | conclude that in the three
research schools, various forms of distributed destip enhanced the teachers’ self-

efficacy levels.

7.3 Limitations and recommendations

The limitations of this study can be categorizedodlsws. The limitation of the school
type: Since all the three research schools are publiodshthe findings of this study
might not be applicable in the private schools. Sihurecommend other researchers
who share the similar research interest to invastighe distributed leadership and

teachers’ self-efficacy in private schoolBhe limitation of the infrastructureThis
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research only presents the three case studies amg8hi. However, the school
leadership in other parts of China can be veryedhifit. Further studies conducted in the
rural areas in China will be of great vallgmitation of the language accuracgince
both the researcher and the research objects tive Gdinese speakers, | conducted all
the interviews, questionnaire survey, and partitipabservation in the Chinese
language. All the research data were translateoh f@hinese to English afterwards.
There are the risks that some contexts might keolothe wording might be inaccurate
after the translation. Hence, it is recommendablednduct a longitudinal study of
these three schools in the future. In additiongesithe three research schools in this
study have their own characteristics, it is recomadadle to conduct similar research in

other schools too.

7.4 Conclusion

This research looks into the distributed leaderstnd its influence on teachers’ self-
efficacy in three Chinese schools. The trend ofed#&alization in the educational

system along with the eighth curriculum reform eaghes the teachers’ initiatives in
developing the school-based curriculum and enhgnttie school leadership (Zhong,
2006). As the three case studies showed, the ldigtd leadership emerges from the
daily practice in various forms. The school prirdg used different empowerment
strategies to delegate the responsibilities ambegteéachers in certain situations (cf.
Spillane, 2006; Gronn, 2000).

In this research, | present the best practice efdistributed leadership in three
Chinese schools. It is remarkable that both thditqtise data and the quantitative data
supported the conclusion that distributed leadprsiues exist in the three research
schools. What is worth mentioning is that such ritisted leadership bears the
following Chinese characteristics. First of allthalugh the interactions between the
school top management team and the teacher leaderactive and diverse, there is
more horizontal cooperation (among teachers) thartical cooperation (between
school principals and teachers) in schools. Seconthe three research schools the
young teachers who are under 40 years of age term tmore active in taking the
leadership roles than the senior teachers. Thirdmepting distributed leadership
requires both teachers’ initiatives and principalsipowerment. It is crucial for school
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practitioners to understand that power can be edgghonly if the school principals are
willing to delegate the power and the teachersready to take on the responsibilities.
Last but not least, in order to institutionalize ttistributed leadership in the schools’
daily practice, it is of great importance to egteépchers with the leadership knowledge
and skills.
In conclusion, this study was conducted to revds itmplementation of

distributed leadership in the three research sshooChina. It is crucial to examine the
school practice against the Chinese backgroundpé hhat this study will contribute to

the continuing discussions and further understandfrChinese school leadership.
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APPENDICES

Appendix A: Research Cover Letter (English version)

Dear Principal:

My name is Meng Tian, a Master's degree studenthat Institute of Educational
Leadership, University of Jyvaskyld, Finland. Cathg | am conducting a research in
the field of distributed leadership in Chinese sdhoThe purpose for this research is to
collect data for my Master’s thesis. My researcBigle requires me to conduct the
individual interviews, a questionnaire survey, dhe participative observation in your
school. | kindly request for your permission todafour school as one of my research
objects.

In order to collect my research data, | would likgnvite 20 teacher leaders, including
the school principals and the Communist Party sagrdor one questionnaire survey.
This questionnaire focuses on teachers’ self-affidavel in your school. Participants
will answer 25 questions including the personabinfation, the teachers’ self-efficacy
evaluation and the self-evaluation about teacharfppmance.

On top of the questionnaire survey, | would alée fio invite the school principal, the
Communist Party secretary, and 2-3 teacher leameen individual interview. The

interview topics include the interaction betweer #thool principal and the teacher
leaders, the principal empowerment strategies, thedbest practice of distributed
leadership in your school. One interview will lasbund 30-40 minutes. | will consult
the interviewees beforehand if they allow me toetagke notes and record the
conversations.

With your permission, if the conditions allow, | wd also like to conduct the
participative observation in the research semiaadsthe staff meetings in your school.

| assure you that the school nhame and interviewssases will remain anonymous in
this study. Your personal data will be used onlyrsearch purpose. Please feel free to
notify me if you wish to keep some information adehtial.

Your participation is highly appreciated.
Sincerely,

Meng TIAN
meng.tian@jyul.fi
+86-13564954556
Institute of Educational Leadership
University of Jyvaskyla, Finland
15.06.2008
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Appendix B: Research Cover Letter (Chinese version)

Wz IR K

o BOEMA, HEESS 2= T SR KA 0ROV T b B 1. H
AR “ i 22 R i A QAT 7 X — BT T AT, WU H R
PR A SRR . BRI T BT EORIAETE AR P AT MK DT 173
WAL KS H5AME L. Hk, RS SIFERUERR STRAF NPT I R 2

N TR R, BRI 20 A EUTOT, SRR KA
XBZE G R ZAERH RS 2R RN B RAREROK . 2
H5EREE 25 AR, BN NERE, 2B BREIP O UL A R E 3K
PO

BbAh, FIEAREIE PR, R 2-3 L HINTTE S SR MEVR.
VIR I A 35 A RN UM AR 3 2 R E5)), B AHRABUR IS DA K 5% 73
AT AT R =B . B E VTR FFSRZ) 30-40 20 8h . FAEVT IR AT AL
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Appendix C: Research Questionnaire (English version

Questionnaire

Dear Sir/Madam:
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NO.

| am the Master’s degree student from thstitute of Educational Leadership, University of
Jyvaskyla, Finland. The topic of this questionnaige distributed leadership and teacher
empowerment in relation to the enhancement of &atlself-efficacy in Chinese schools. The
following questionnaire consists of 25 questiomswill take you around 15 minutes to fill in the
guestionnaire. Your answers are used only for rekeaurpose and your name will remain

anonymous.

Your answers are of great importance to my resedittdnk you for your participation!

Meng TIAN
meng.tian@jyu.fi

Institute of Educational Leadership
University of Jyvaskyla, Finland

Basic Information

No. 1 2 3 4
1. Gender Male Female
2. Years of Teaching 0-3Years 4-6 Years 7-10 Years > 10 years
3. Present Position Head of the Year Subject Coatdri | Principal/ Communist Party
Vice Principal
Secretary
4. Grade Level Gradel-6 Grade 7-9 Grade 10-12, rOthe

Choose from 1 to 9 according to your extent of ageement

Efficacy on decision making

Totally disagree » Strongly agree
5. I_feel | am consulted by the principal in the dasris 1 2 3 4 5 6 7 8 9
making process.
6. _My voice is heard and valued during decis op |, 3 4 5 6 7 8 9
making.
7. | feel | easily get access to the information Imec?L ° 3 4 5 6 7 8 9
before | make any decisions.
8. | h_ave the_autonomy to lead my team without tqlo > 3 4 5 6 7 8 9
much intervention from other leaders.

Efficacy on teaching and research

9. I have influences on choosing the teaching matefidl (2 (3 |4 |5 | 6| 7] 8| 9
and instruments for the teaching groups.
10. | am confident in my abilites to help difficujtl |2 |3 |4 | 5 | 6 7| 8| 9
students.
11. | am willing to participate in continuous professa| 1 |2 |3 (4 | 5 | 6 | 7| 8| 9
development.
12. | feel | am able to influence school-based reseatth |2 |3 |4 | 5 | 6 | 7| 8] 9
projects.
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13. Even though there is a lack of parental suppadn | 1 2 3 4 5 6 7 8 9
still promote students’ learning.
14. | believe | can increase students’ interest infesy|1 |2 |3 |4 | 5 | 6 [ 7| 8| 9
and treat them as independent learners.

Efficacy on interpersonal relationships and cooperton

Totally disagree - Stronglyree
15. | believe | can motivate and support my collesgto| 1 2 3 4 5 6 7 8 9
achieve their goals.
16. | feel | can competently complete the tasks assigrie (2 |3 |4 | 5 | 6 | 7| 8| 9
by the principal.
17. As a teacher leader, | contribute to hierarchjchl |2 |3 |4 | 5 | 6 [ 7| 8| 9
collaborations between senior management team| and
teachers.

18. As a teacher leader, | know the needs from my tedm | 2 3 4 5 6 7 8 9
members, and therefore | am able to fulfil thequests.

19. | can establish good relationship with all studéoyg 1 |2 |3 |4 | 5 | 6 [ 7| 8| 9
building trust and respect.

20. | believe | win parental support and trustthrongh| 1 |2 |3 |4 | S | 6 | 7| 8| 9
excellent work.

Efficacy on school culture
21. | believe | represent our school culture throughott |2 |3 |4 | 5 | 6 | 7| 8| 9
every day work.

22. | feel everyone in school is treated equally add |2 |3 |4 | S5 | 6 | 7| 8| 9
fairly.

23. | enjoy my job even in difficult situations. 1 2 3 4 5 6 7 8 9

1 2 3 4 5 6 7 8 9

24. | believe | am an irreplaceable part of the schbo
can greatly contribute to school’s future developte

Self Assessment

25. My self assessment gnl 2 3 4
my performance in theNot Meet the basi¢c Meet the| Excellent performance
previous semester is satisfactory | requirements. | requirements angand made great
made some progress.
progress.

Thank you very much for your time and answers!
20-06-2008
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Appendix D: Research Questionnaire (Chinese versijn

No.
) 45 1 A
G TR
AP U BORIF 22T Y SE K ZE OB T 0 U BE e SRR A A . R 7T
I 45 E < [ 2 A R o A SRS B B2 i BT B B ALRE KR R 7. LR 46
— 3L 25 AN AR, BHAETRIE KL 16 et ], WS REZ B, BRERUEN

AL o
1R A AR A AR L, BiERE5!
FH A%
meng. tian@jyu. fi
HE T TR
5 T EE R
BEAER
No. 1 2 3 4
1. 15 5 7
2. Ak 0-34 4-64F 7-104F > 104F
3. BT ERAK K KRB K WA
4 ATHEFEL 1-6E4% 7-94F 2 10-124F-4 HAth
BEEHKAREEMNL 3] 9 PMBIERF
PR AR IR
SEAANIA = R E U=

5. T NRKAE RS TRE A AR I FR A = 1 1213 1als516l| 7|8l 9
6- E%%ﬁ%ﬁi*ﬁﬁggﬂ?giuTi*mo 1 2 3 4 5 6 7 8 9
Emjﬁ;)@'smﬁ&H&%ﬁﬁ@ﬁ%ﬁ*ﬁﬁ‘é@%%’%%ﬁﬁﬁ%‘% 11213 lalslel 7] 8l g
8. FKALHEMSL AN T IR BN, T A 52 2] HoAth 2 % 40
S % (3t EF L2 g3 (45671819

BUF AR TR AR
9. AHWA LB HCFM BB TAKHEEAE|L |2 |3 |4 |5 | 6| 7| 8| 9
KE B
10. AT E 2] LA R 2R TS O 1 |2 [3 |4 |56 7] 8] 9
11. REESH5ZITRL R EEI. 1 (2 |3 [4|5 6| 7] 8] 9
12, FRAERAHE 7RI H A R AEER . 1 |2 (3 |4 |5|6| 7| 8| 9
13. sk = KK S5, RIIHREWw RG] 5224 | 1 2 3 4 5 6 7 8 9
%3,
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14, BAMEEAT LRI AR 25 0600, JPffT |1 |2 |3 |4 | 56| 7] 8] 9
Sk VA R

N BrI 2 A0 ] BA &1 R BE
TEANFE > SRR

15, ARG AT LB A sc R R Rl &, #Bnflfiis |1 |2 |3 14 | 56| 7] 8] 9
JH o
16. I AT A e s K B ;R mEs%. |1 |2 |3 |4 |5 | 6] 7| 8] 9

17. fEN—REINGSE, ReEREARmPEMZ |1 |2 |3 |4 | 56| 7] 8] 9
AR 38 0 ) 89 e P R HEAE D

18. fEN—HHIMWTE, T MHNKAMIMNE |1 |2 |3 |4 | 56| 7] 8] 9
Ry I AT A P
19. HENH IR EEMEESAAEEERFW (1 (2 (3 |4 [ 5] 6| 7| 8] 9
INIPS ¥

20. BTAEHA TR 7 FKATHSCRAEE 1 (2 |3 |4 |5|6|7] 8] 9

FROMRBER

21, PAEAE HE TR RAR 720, 1 12 |3 |4 |5 |6 |7|8|09

22. WINAFRFHIFED ISR T AP ALER |1 |2 |3 14 15 |6 7| 8] 9

T o
23. WA 5 R A IH A Z BRI TAE 1 |2 |3 |4 |5 ]|6] 7] 8| 9

24, THERZFARFATBERO 7. Kigh¥ |1 |2 |3 (4 |5 |6 7| 8] 9
PR G (PN

H &R
25. IXTH A L2 |1 2 3 4
SRV 2 AN IBBPFEARER | R B E RIS | RIS, BUIRK
— e yii v

R R O B TR AR SR !
20-06-2008
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Appendix E Interview Questions for School Principas (English version)

8.

9.

Would you please introduce your school in briefddgation, size, history) What are
the characteristics of your school?

Would you please introduce yourself in brief? (@amevelopment, experience as a
school principal) What are your main responsil@itas a school principal?

As a school principal, would you please use 2 tphBases to describe your
leadership style? How do you practise your leadprsiyle in your daily work? Can
you give me a few examples?

. How are the teacher leaders selected in your sehtbiat are the key qualities for

the teacher leaders?

How do you motivate the teachers? From your pdintiew, what are the effective
school empowerment strategies? How do you use #iegegies in your daily work?
Can you give me a few examples?

Have you noticed any informal leaders among thehi@a? How do you perceive
the role of these informal leaders? Are there amyflicts? Do you empower them
when their expertise is needed? Can you give me samcrete examples?

Are there any critical incidents during your pripaiship in this school? Would you
please tell me the story? Have you made any diffidacisions? What was the
decision making process?

How do you communicate with your teachers, studants parents? What kind of
information do you deliver to your teacher leadmrd top management team? Why?
How do you evaluate your teachers? What kind oflfeek do you give to the
teachers? How do teachers take your feedbacks?

10.What are the challenges your school is facing néw2he school principal, what

are the challenges you are facing now?

Thank you very much for your answers!
20-06-2008
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Appendix F Interview Questions for School Principas (Chinese ver-
sion)

8.

9.

TIRIEN (KK

BE IR ENH - NERER? (ALE, MR, %) BREH 4 225
2

BESiIEEBMENE - FRa D (BAE, HAERKTIELT) 1R
KR, B EEIR TR R A2

AR, AR 2 3] 3 MADIRA ST K. EanfrE H

H AR PSS AT G ? RETIR B4 B2 LA 1

TE SR ST S & ERF R IR 17 BOTAS: 2 1A% 0 2 2 MR 2

BT AR P BN ? NSRS, AR ARR ARG A L ? &
AR AE H R AR IS X S BURNE 7 B iR g 328 ) LA 2
BRMERR T BT AAEIE LG T? ERWME friX 8 4F IE W T &
(1?7 RS ERI GRS R ? femigEadat ILApl1?
FEEHRAR R IYI IR 2 I8 2 — e AR W BT 1 R 01 7 S8 Re 5 4 BIE g ik —
NEAERE? ER A SRR RN R E T R R R ?
RS FIM, AR ? X BT A2 & 2 T B
PAZ> Sl — St A5 22 Nt a?

T W e X SE R BOMEAT PR A ? I8 45 BT — 2 AR OB L 7
DAY T A5 P 7R AL B S e 2

10. 2242 H AT Im A R LEpb i ? MR, 8 AT 25 T e Ak ?

AR B 1 [ !
20-06-2008



105

Appendix G Interview Questions for Teacher leadergEnglish version)

11.Would you please introduce yourself in brief? (@arelevelopment, position,
experience as a teacher leader) What are your megponsibilities as a teacher
leader?

12.As a teacher principal, would you please use 2 tphBases to describe your
leadership style? Can you introduce your team iefbr(team members, role in the
school) How do you practise your leadership stylgaur daily work? Can you give
me a few examples?

13.How were selected as a teacher leader? Can yoodutte the teacher leader
selection process in your school? How do you controerthis process?

14.How do you perceive your workload? How do you beéagour work and private
life? Can you give me some examples?

15.As a teacher leader, how often do you communicdte your principal? What do
you communicate during your meetings with the sttiop management team?
How much autonomy do you have in your work? Cangi@e me some examples?

16.From your point of view, does your principal empowvike teachers? How do
teachers perceive the empowerment? Can you giv@me concrete examples?

17.Have you met any critical incidents? Would you pkegell me the story? Have you
made any difficult decisions? What was the decisnaking process?

18.How do you interact/cooperate with other teachsttglents and parents? What you
have achieved as a teacher leader? Can you giwseme concrete examples?

19.What kind of support you received from your priradp Are there any other
supports you expect from your principal? Why?

20.What are the challenges your school is facing nAw/a teacher leader, what are the
challenges you are facing now?

Thank you very much for your answers!
20-06-2008
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Appendix H Interview Questions for Teacher leadergChinese version)

VIRARN (FUMSFE)

L BEREEHENH - TEAC? GRMEARE, A, HAREINS S H KL
P R E RS A

2. BN RZHUNSTE, RERIEEHIRRR 2 2] 3 MaiCRA R 3 KU ?
BRI ZE A MBI CBIASS, AR At Eanfrfe HHE TR
TS ERIE AT WU 7 BE IR R 4 A LA 1

3. RRAMA BRSO EIINFE K ? BEEIE BN A — T SR BN 1k 1T
FE? AT P XA R ?

4. AT E A ER TAER? Q- TAEMAMNAR? siigEaE L
flr?

5. EN— RIS TH, EIEEZ ARKKICIRIE? ERrim s =0
W) TAERBA R R A? EIONER BT ZES, EBHEEREZK? €
TR E L1

6. MIEHIMIERE, ARBARN BOMBEAT RS ? FUMA T E BRI IR AL ?
AE iR g 32 LA 2

7. BAETAEHBREAT AT RO ? RS n RVEA i — TR
ot B — LR AR AE R PE 7 R B ?

8. &l 5 HAMHIN ., FAEMKKATELAMENE? AR BIMGTE, &=
SIS TR ST Rem IR IR LA T2

9. BEMRAIR HIRAT T IRLE S A ? 0By BRI IR L SRR 2 ot 4?

10. 224 H AT Im & R LBkl ? 1F8 — R EUMATT A, A N5 ks b i ?

FEH A [ 2 !
20-06-2008



Appendix | Correlations in the Three Schools

107

Correlations among Teachers’ Self-Efficacy Scalbs8ales in the Sunshine School

Sub Scale DM TR RC SC SA
-Efficacy on Decision Makinc _
.B665(**)  .597(**)  .802(**) A3
(DM)
-Efficacy on Teaching an
933(**)  .900(**)  .715(**)
Research (TR)
-Efficacy on Interpersona
Relationship and Cooperatior .837(*) .682(**)
(RC)
-Efficacy on School Culture
.622(*%)
(SC)
-Self Assessment (SA)
** Correlation is significant at the 0.01 leveHgiled).
Note: Scale was 1-9 (1=Totally disagree and 9=8tyoagree)
Correlations among Teachers’ Self-Efficacy Scalbs8ales in the Redbrick School
Sub Scale DM TR RC SC SA
-Efficacy on Decisiol
_ A491(% AT72(% 591 (**) 131
Making (DM)
-Efficacy on Teaching
.986(**) 947 (**) 21¢
and Research (TR)
-Efficacy or
Interpersonal
_ _ .959(**) .15k
Relationship anc
Cooperation (RC)
-Efficacy on  Schoc .00C

Culture (SC)

* Correlation is significant at the 0.05 levelt@led).
** Correlation is significant at the 0.01 leveH@iled).

Note: Scale was 1-9 (1=Totally disagree and 9=8tyoagree)



Correlations among Teachers’ Self-Efficacy ScalbsBales in the Ocean School
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Sub Scale DM TR RC SC SA
-Efficacy on Decision Making
234(%*%) A85*) .53q**) (a
(DM)
-Efficacy on Teaching ani
.695**) 515%*) (a
Research (TR)
-Efficacy on Interpersona
Relationship anc .706(**) (a)
Cooperation (RC)
-Efficacy on School Culture (a)

(SC)

* Correlation is significant at the 0.05 levelt@led).
** Correlation is significant at the 0.01 leveH@iled).
*** Sig. (2-tailed) = 0.322

(a) Cannot be computed because at least one véttables is constant.

Note: Scale was 1-9 (1=Totally disagree and 9=8tyoagree)



