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1 Introduction

Leadership in organizations has beedely studied in different forms and has evolved
over time (Northouse, 2007). Different leaderstiyes have beenapplied depending on
the time.The leadership of the Zicentury is different. Leadership has evolved with
different theories such as trait theory, style,tcaency and power and influence (p. 5).
Effective leadership has been explored becauséeofik with business organizations
that are concerned with profit (Kotter 1988, p. @hd this turned the attention in
educationalorganizations to school improvement, effectivenasd efficiency. Studies
have proved that the key for sustainable schookmeis leadership. In any country in the
world there are reforms in educational organizatiasith challenges to improve learning
at school. This has received greater attention fileenUnited States of America, Canada,
Australia and the United Kingdom with researchl@adership and student learning. The
research indicates that various leadership modritdchave agreater effect on student
learning (Greenlee, 2007). Instead of maintainimg formal leader to lead the school,
leadership is spread across the school to eachidiodi. According to the literature, the
idea of distributed, teacher, instructional, dematicy participatory, moral and
transformational leadershipmong others, have emerged under different lahglain at
accomplishing the same objective (Leithwood, Lo#isderson, and Wabhlstrom, 2004).
Distributed leadership draws a broader array of bwm to take part in school
improvement, anddemocratic and participatory procedures encouragenbers to
partake in decision making for school improvemdnstructional leadership sets the
directions for classroom improvement and transfoional leaderships about the need
for change in learning. These leaderships incliuddesnits and teachers depending on the
approach being invested in the approach, but theergé objective is for school

improvement that is geared towasiadent learning.

Finland isknown for her reputable education provedtbg Programme of International
Student Assessment (PISA) among Organization foon&mic Co-operation and
Development (OECD) results in 2000, 2003 and 2(9&rdreaves, Halasz and Pont,
2007), but lacks international research on teatdestership with teachers in respect to

the international trend in changing leadership apghnes in school: to the development
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from individual, centeredeadership to fluid, emergent and collaborativedézahip
(Gronn, 2000). As a teacher trained in Cameroonctreeptof teacher leadershipas
alien to me. In the same way &nland lacks international research, so do many
developing countries as well. It is my hope, thémat this exploration of the Finnish
context will offer support for the development bfstconcept in developing countries as

well.

This study focused on leadership exercised bydaehers at school with variolabels

as mentioned above, but with the main focus onhexateadership. It was focused on
teachers and principals in Jyvaskyla, Finland. rgaper secondary schools (coded as A,
B, C and D) were used for the study and the metloggoapplied was qualitative with
semi-structured interview questions used for the dallection from the teachers and
principals. There were fouresearch questions focusing on the relationship ngmo
teachers and among teachers and the principal rimitees for teachers’ and principals’
professional development, experiences of teachetpancipals in decision making, and
changes that have taken place in the Finnish schggtem in respect to the recent
reforms in leadership. The results seemed to wstmese collaborative leadership which
embedded elements of teacher leadership amongetsaghd principals that is grounded
by their high level of teacher education far ahefddmany countries. Based on the
findings, the research proposes recommendatioesitance teacher leadership and for

further studies.
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2 Overview of the study

Finland is a small country, whose education is agdhby many countries in the world
due to the results from the Programme of IntermalicGtudent Assessment (PISA) in
2000, 2003 and 2006, emerging on tiye atthree consecutive times (Hargreaves, Halasz
and Pont, 2007; Valijarvi, Linnakyld, Kupari, Ré&kainen and Arffman, 2002). There are
many reasons behind the success, amnghrd has been attributed to the teachers and

principals.

Education is of high value in Finland and the rglkayed by teachers (Valijarvi,
Linnakyld, Kupari, Reinikainen and Arffman, 2002)daprincipals is very instrumental.
This is one of the reasons why teacher educati@ansed out at the university level to
maintain a high standard and quality of educatemj to meet the challenges in the
changing world. Teachers have a high level educatiith a Master's degree. Class
teachers (generalists) have a Master's degree ucatdn, while subject teachers
(specialists) have completed a Master's degredanstibject they teach and pedagogy
(FNBE, 2006, p. 15; Hargreaves, et al, 2007).

This study focused on leadership exercised by #asher, a new concept in many
countries in the world. The study focused on ppats and teachers in Finland: how they
perceive the concept in their schools and howritfions in their schools. The focus was
on teachers and principals, mainly on their undeding and the applicability of this

leadership concept.

2.1 Context of the study

This study took place in Finland. The capital okthountry is Helsinki. Finland has a
population of about 5 326 31% of April 2009 population estimate (Statisticsl&nd). It

is located in northern Europe bordering the BaBiea, Gulf of Bothnia and Gulf of
Finland between Sweden and Russia. The climatentdrfel is cold temperate, subarctic

mild because of the influence of the North Atlarduorent, the Baltic Sea, and there are



13

more than 60,000 lakes. The coastal area is ab®@d6 km excluding island and coastal
indentations. The languages spoken in Finland areidh with about 93,4%, Swedish

5,9% and small minorities like Lappish and Russian.

Education in Finland is free at all levels both foe national and international students.
The system is made up of kindergartens, comprebersihool, vocational and senior
high schools and the universities and polytechriBes.stakes are high that by 2010, there
would be arnintroduction of fees at the university for inteiioaal students. The Finnish
education systemwas based on equity and equality of all but aseti®emore competition

and neoliberalism in many universities, there wash to follow the trend.

The study took place in one municipality foundedlB87. It is among the ten biggest
municipalities with a population of about 130,0@babitants, and an area of about 1,171
km2. It has 48 comprehensive schools and eighbsdmngh schools. As of January 1,
2009, the municipality merged with adjacent muradiges. It is estimated that there are
about 3,000 foreign residents from 100 differenirddes. The landscape of Jyvaskyla is
made up of lakes, forest, and hills. It has theyamhtional school for the visually
impaired in Finland, a vocational college, a unsitgrand an applied sciences university,
with many international programmes whibhing international students from around the

world together.

Brief history of principals in Finland

Prior to 1978, the role of a school principal dmt exist. Head teachers were given more
responsibility in addition to teaching work. Thogho were given this task were the
oldest in service (seniority). However, if we ctilese head teachers principals, then the
selection of principals as in many other places Was1 among the most experienced
teachers. After working as a teacher for some yeargrincipal was selected and
appointed from among the teachers who had long imese@rvice; having experience and

a good profile (Varri and Alava, 2005).
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In the 1970s school reform the parallel school esystwas abolished and the
comprehensive school for all was implemented. Aftas reform, the status of the
principals remained undefined. The status of thecjpals was finally reached in 1978
although it was only for principals in upper secarydschools. That of the comprehensive
schools was not reached at this time (Varri andv&|&2005) and the leaders were still
acting as head teachers. A head teacher was a sudjact teacher in school such as a
Geography, History and French teacher doing foletwork in teaching and carrying out

other duties in school. Their job was a steppingetowards administration.

The new law in the 1990s gave more powers and gtytho principals and for the local

population to determine the task of the principat there are new and increasing
challenges in education, principals have been requo have leadership training since
1992 (Hargreaves, et al 2007). A certificate incadion administration was required
before the appointment to a principalship. In 199 %ew law spelled out the role of the
principals and their qualification. The qualificati requirement was as follows: a
Master's degree in education, teaching experie@cejualification in educational

administration and/or long term principal preparatior proven experience in policy
management, budget preparation, developing rekttips with teachers, parents, and
students (Hargreaves, et al 2007; Varri and Ala®@05). Hargreaves, et al 2007
described the principals as ‘first among equals’ 2g). Courses are given at the
university in principals' training, yet the cost t#king them is high but university

students selected through a numerus clausus whsiualging education administration as

a minor can take the courses in their final yeafrge (Varri and Alava, 2005, p. 7).

2.2 How | developed an interest in teacher leadersh  ip research

My interest in this work stems from my experience a teacher for two years in
Cameroon, never coming across the concept of teabdbasdership. Assuming

responsibility as a teacher for two years, | furtdeveloped an interest to further my
studies in the field of education. This was oneth# reasons why | enrolled in the
University of Jyvaskyla in September 2007 at thstifate of Educational Leadership for
a two years’ Master’s Degree Programme in Educatibeadership.
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As part of my coursework, | had several lecturemsiructional/pedagogical leadership
(teacher leadership). As a novice to the concegéclded to immerse myself in reading
research papers and books on teacher leaderspgxiaty the literature from the United

States of America, Canada, Australia and theited Kingdom describing teacher

leadership from the above mentioned context. Hawlnoge much reading on teacher
leadership, | asked myself if | knew these issugferle coming to Finland: Are they true,

are teachers in Finland aware of the concept? €acher leadership developed in the
United States of America, the United Kingdom, Canallustralia and New Zealand be
applicable in Cameroon with a different socio-eaqaimbackground, school culture and
values? | had wanted to carry out this researciCameroon but because of certain

reasons such as the cost of travelling, | decidedhbose Finland.

Finland is more popular in its education (Hargresaugalasz and Pont, 2007), hence |
presumed this concept would at least be recogrizeel From my research both through
the internet and in the library for teacher lealdrsn Finland, the result was that little
has been done internationally. Practically no thésis been written in my country about
this concept, partly due to unawareness of the eqand.ittle has been internationally
published on this topic by the Finnish academidse Question | asked myself as a

researcher was whether teachers and principalsliané know about this concept.

Initial enquiries in Finland indicated that litthed been studied. It is on this basis that the
following study has been designed. As human beings, expect that during such
interaction in school as there is among teacheds mimcipals, certain characteristics
would identify their intention, which are revealddough the action that the principal
conducts towards the teachers and the teachersuacortdwards the principal. In
education, leaders are expected to hold an expmttabout their students’ academic
performance and teachers are expected to be in/aivthe school management. Though
the primary focus of this study is not teacher &alip in Cameroon, | hope it will be

able to lay the foundation of teacher leadershigameroon.



16

2.3 Statement of the research problem

Leadership has been studied widely since the 19R0st, 1993). The definitions have
varied over the years. The early definitions ofdkrship are different from the

contemporary definitions. Nevertheless, it is jastindication that notions develop over
time as indicated by the various definitions. Sittee early 1980s, a@normous amount

of literature has emerged from school leadershyglies from the United States of
America, Canada, Australia, New Zealand, and thetednKingdom. The literature

simply reveals what is taking place in many schoolerder to improve teaching and
learning. It also shows how leadership has chamyea time. It has shifted from an
individual leading a school to more shared, coltabee, dispersed and distributed
leaderships on school management and improvemauijs(sihd Harris, 2006; Harris and
Spillane, 2008; Greenlee, 2007).

The former leadership style applied to the posjtione person leading an entire
organization (Owens, 2001). This was problematicictv is why new leadership styles
emerged where decision making is shared by leaataisthe followers (Spillane 2005;
Harris, 2003a). Many organizations are now liquitatthe old-fashioned leadership,
which was strictly based on one person holdingfdinenal leadership position directing
top down and controlling others. This concept motles conventional organizational
hierarchy of heads and provides opportunities firers to partake in improving the
organization. Organizations are empowering memteetake up a leadership role (Yukl,
2002; Pounder, 2006). That is the applicabilitycapacity building through a common
consensus of sharing decision making and collalveraetworking characterized by top
down - bottom up approaches. This is a new moddhaw organizations are run. It is
based on this fact that we also have to explohtrdeadership. Harris (2003a) suggests
that the new leaderships in schools are indicattdre®llective effort to support members
to remain in the job because they get support ftolleagues that motivates them. It also
gives the members a sense of belonging, improvashiieg and learning, which is
fundamental for teachers and important for studieanning. It gives teachers autonomy.

Pounder (2006) adds that it is spread over all neesnand is not positional and that the
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notion integrates teaching and leadership. Teacheesl opportunities to lead in the

course of performing their main duty.

The 1980 to 1990 studies in the United Kingdom, theted States of America and

Canada suggested teacher leadership, distribudel@rghip and shared leadership could
enhance school improvement. They suggest theserbdagd styles have a great role to
play in school improvement and development. Thiscept has aroused the attention of
many authors, who have conceptualized it in differavays. However, authors in

educational leadership have a common agenda ab®woncept - engaging teachers to
act beyond their formal roles, collaborating, peeaching and improving teaching and
learning at schools mostly by teachers (Muijs ardlrid, 2006). The focus is concerned

with teacher centred leadership.

In view of the readings from the literature manpexds of the concept have emerged in
the educational leadership field, and many countmay have a different understanding
of the concept. Do these concepts actually exisicimols with principals being in the
formal leadership positions in schools’ organizagilostructure? Although there is no
research to substantiate my claim, most studiasedatttat there has been a shift in school
management. This study will explore teachers’ andcjpals’ perception with their

experiences of what they think is teacher leadprshiheir schools.

Nevertheless, Finland is well known for her stragducation but lacks international
empirical research to support facts on the sucsesfstheir school leadership by teachers.
The strength of the Finnish schools has been pregeeral times from the Programme of
International Student Assessment (PISA) among Qzgdon for Economic Co-
operation and Development (OECD) countries whenéaRd came first three consecutive
times as in 2000, 2003 and 2006 (Hargreaves, Halag2ont (2007). Teachers could be
considered to be at the centre of the schools Hehiese outstanding performances, and
it is through them that school improvement canlgaske place. Yet, there is inadequate
literature that one can read to understand hovh&radead in the Finnish schools without
any formal leadership position. This idea to takeleadership roles professionally in

school based management and collaborating with eter remains new to the teachers.



18

Different authors bring up different terminologiest all have a common goal - teachers
acting beyond their limit, teachers’ autonomy, abtrating and developing to improve
teaching and learning (Muijs and Harris, 2006; idaay and Hadfield (2003e). They
view leadership regardless of a formal positionjciwhwas formally equated to people
holding a formal leadership position like principand heads of departments did. But
with these leaderships: distributed, shared anchexanew ideas come up, leadership is
not fixed but rather fluid, emergent and laterahe¥ also look at leadership as a
profession of all, hence regarding every memben a®lleague. Pounder (2006) and
Harris et al (2003e) describe this as collegiaktygaging with colleagues to improve the
school and educational standard in teaching anchitea This idea is linked with the
complexity of schools that might be hard for a Bnopdividual to handle, involving
others to take an active role, which eases managerteadership and consequently

school effectiveness (Greenlee, 2007).

It is rare to read international literature on wisataking place in Finnish schools between
the principals and teachers, teachers and teacsi®idents, parents and stakeholders.
Without a doubt, and for the academia to keep tdcWwhat is taking place in Finnish

schools and the successes in their education sy#tarauld have been more preferable
for educators all over the globe to know aboutRmish schools in terms of leadership
exercised by teachers. Do principals and teacheneye leadership by teachers in their
schools as something imperative? Is leadershiponssipility single handled by the

principals or shared with the teachers?

2.4 Objectives of the study and research questions

Hence, this study aims at exploring how principalgl teachers perceive leadership
exercised by teachers in four Finnish upper seagratzhools with the use of the concept
‘teacher leadership’. It focuses on how teachersgiee themselves as leaders and how
principals also perceive teachers as leaders. Tpaseptions will also be substantiated
by their working experiences. The word “perceptios”used here to draw from the
principals and teachers understandings about tedeleership, while “experience”

stands for what they have witnessed over the ysare they became principals and
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teachers, to explore changes that have taken plabe Finnish school system in respect

to reforms on leadership exercised by teachersdent years.

The research questions are as follows:

1) What is the relationship among the teachersaamoihg the teachers and the principals?
2) What opportunities do teachers and principaleHar professional development?

3) What kind of experiences do teachers and pra€ipave about decision making?

4) What kind of leadership changes have taken ptatieeir school system in respect to

reforms in recent years?

2.5 Significance of the study

Despite an extensive search for teacher leadelighigture in Finland, little international
literature was found. Carrying out the study inl&ma might act as one of such studies
that will contribute to knowledge in the field adddership and teacher leadership in the
Finnish context. Dinham, Aubusson and Brady (2GQ@)gest “there is little evidence to
support teacher leadership’s effects” (p. 4) higfting the lack of empirical research to

support teacher leadership.

As | aspire to be a principal, a leader of an oizion or a school some day, | need to
know how | can work with my teachers and colleaguét the new idea of teacher
leadership. The studies will deepen my teacherelesdiip perspective from the Finnish
context. Leaders are said to be building a pasitiimate in school by engaging teachers
to foster school improvement with the new leadgrgf@radigm. Leaders are relationship
builders (Edgerson and Kritonis, 2006, p. 4) withedse groups and to bring these people
to work together collaboratively remains a hugé tasthe leader. Such a climate is built
to involve teachers in school management and aecisiaking, and it will consequently

impact on student learning and school effectiverfidasris and Spillane, 2008).

Furthermore, | hope the study will be transferdbleny country to lay the foundation of
teacher leadership, as it may prove appropriatetierteacher leadership that many

educational settings are engaged in at the monheadership in school has changed,
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most reforms address lateral leadership, colldégiald no longer hierarchical leadership
as it used to be (Spillane, 2005; Muijs and Har807; Gronn, 2000; Smith and
Andrews, 1999; Harris, Day and Hadfield, 2003e).

Academics suggest an urgent need exists to erfrebdncept of teacher leadership with
grounded and systematic evidence. Finland is notvknto have this evidence, therefore
conducting this study in Finland will add more dgtire on teacher leadership in the
Finnish context. When different views are exploréelpth is added to existing literature.
Different frameworks can be used to see the sameeidifferently (Bolman and Deal,

2003) and lead to reflecting on the leadershipestydund in Finnish schools: Leadership
is about the expression of an opinion on what cgpart the advancement of community
members. Contributions must be made by differemplgeto yield an effect, secure
coordination and accomplish a task. Using the siratframework for this study, it will

include roles, responsibilities of teachers andgpals; culture will encompass the way
individuals treat each other, attitudes, beliefd practices; the political framework will

include the distribution of power in school and alervision and the human resource
frame will concern the learning frame (ibid). Asdnducted this study, | used almost all
the frameworks (structural, political, human reseuand cultural) to collect the data to
capture the Finnish perspective. This was in parttoid misunderstanding due to

cultural differences.

The findings will hopefully provide schools and g9l makers of Jyvaskyla municipality
with an insight into the content of teacher lealdgrand how it is practiced in the Finnish
context. A detailed understanding of leadershigdachers in Finland may in the future
pave the way for my country Cameroon. Maybe wheml a holder of a leadership
position, it would be beneficial to know about theod leadership practices operated in
the field by teachers and principals. | have a @@k interest in understanding the
interaction of the principals and teachers in sthdBefore getting to the position of a
principal, | personally see that it is importantuederstand how teachers and principals

work in different cultures and if that can be a middr my country and other contexts.
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2.6 Schematic representation of the study

Teachey leadership

Figure 1 Schematic representation of the study

Figure 1 represents the conceptual framework ofstiey. It starts from the field of
leadership and management, continuesdacational leadership, teacher leadership and
leadership exercised by teachers in four upperrgkny schools in Jyvaskyla, Finland.
Teacher, shared and distributed leaderships aresalat the same level with teacher

leadership, although they are not included in fgliabove.

It is a schematic representation of the key areghénstudy from a broad base to a
contextual base of leadership in the educationabldeship field. The framework
illuminates the comprehension of the phenomenoteadership, itgole in relation to
teacher and teacher, and teacher and principallifBnature relates the leadership of the
21% century with a new understanding of leadershipicivlis fluid, emergent, shared,
distributed, participatory, collaborative, netwarlfj peer coaching, and democratic
through the organization. The findings from gehdtarature in the educational field
bring a new understanding of emerging approachdsawhers’ professional practice in

relation to leadership. Specifically, this studyoisteacher leadership in Finland and in
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four upper secondary schools in Jyvaskyla munittipa&ith teachers and principals as
the informants. It is on this basis that the exaion of the experiences and perceptions
of teachers and principals of leadership by teachdl be explored. The focus will be on
decision making, professional development, and gbsthat have taken place in school
in terms of leadership exercised by teachers.
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3 Theoretical background of the study

The theoretical framework for this study was depebb through an in-depth review of
literature of leadership, teacher leadership, ibisted leadership, shared leadership,
transformational leadership, management and theatgnhal leadership model. The
literature review consists of four main issues:de¥ahip and management, principalship,
teacher leadership and characteristics of teadsatelship. Under these there are also

small sub headings.

3.1 Leadership and management

Leadership is not a new concept. Many writers asearchers have used it as from 1910
(Rost, 1993). Leadership is a process that has tesmging. Today, we talk about the
21% century leadership style. Many theories have teenulated for different leadership
styles: personality (traits, motivation, skills)elavioural (styles, situational, roles),
inspirational (transformational and charismaticyl gost modern (social process, shared
relational and fluid) (Yukl, 2002). Thmeaning that followers also have the opportunity
to be fully involved, advocated in the recent leatg theory, (transformational and
situational leaderships), developed from the topvrddo the bottom up model of
leadership. This is the new paradigm of leadership the 2f' century

(transformational/modern and situational leadeiship

According to Northhouse, (2007, p. 2) leadershipwigen an individual is able to
influence others for a communal goal to be attainéacording to Yukl (2002, p. 7),
“Leadership is a process of influencing others idarstand and agree about what needs
to be done and how it can be done effectively, tuedprocess of facilitating individual

and collective efforts to accomplish the shareecipjes.”

The word vision or goal is used to indicate the igagyed future plans for the
organizations that are not visible but conceptedlizAction is the move taken to get to
the preferred goal for the organization, mobiliaatiembodies the people in the

organization to be involved freely to help attawe goal and finally thehange is what
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the organization has intended but only conceptedliZ his should be reached at the end
and this is one of the most important charactegsof leadership. Vision, action,
mobilization and change are very important for Eradership action to take place (Laub,
2004).

Management

The idea of management started with Frederick WilorgHatch, 2006, p. 33). Taylor
wrote about scientific management, explaining #wntific management is when rules,
norms, regulations are set for people to followisThelps to facilitate work in any
organization. He was looked upon as the father wénsific management and is

commonly referred to as the father of Taylorism.

Management is the attainment of organizational goalaneffective and efficient way
through planning, organizing, staffing, directingdacontrolling organizationaksources
(Laub, 2004, Spillane, Halverson, and Diamond, 2@0614). Routine directions,
maintaining effectively and efficiently for an orgaation to be run are management

tasks.

The two concepts, management and leadership danectlisut complementary in systems
of actions. Each has its own function. The deplayntd the two concepts is needed in
complex organizations of nowadays like schools. deeship will neither replace

management nor will management replace leaderggifghey complement each other.

Strong leadership with weak management does ngeftire growth of an organization.
In some organizations, the situation may changeetavorse when you have only one,
especially in complex organizations. Hence theitsed to make a combination of both

in the present day world.

Differences between leadership and management

A few differences between leadership and manageroant be generated from the
definitions and the literature of leadership anchageement. Rost (1993) brings out four

differences between management and leadershipeTdiferences brought up by Rost
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are supported by other authors like Kotter (2004¢rthouse (2007), and Spillane,
Halverson and Diamond (2006, p. 14).

Firstly, leadership as dmfluence and authority relationshipRost, 1993, p.150) will be
discussed Leadership is about influencing the relationshighilew management uses
authority in its relationship. Influence requirespattern of lobbying somebody to do
something without the use of force while authotibes force as a regular instrument to
administer people. With an influence through Ileadgy, a relationship is
multidirectional. Leaders and followers can both @t both ends. The leader influences
the follower, while the follower also influencestteader. Contrarily, authority has a one
way direction. It is a top down relationship. Maaegjharness the subordinates who must

adhere to the order used by the authority.

Managers do planning and budgeting, and get gaalghe next month or one year.
Detailed plans for achieving the goals and thecalion of the resources are management
strategies. Leadership starts by setting the direcby making a vision for the future
which is always long term, and it is strategiebting the changes needed and to achieve
the change. In the course of achieving the chamgéetiders must take the risk of getting
involved in the change. Management sets its captxitealize its plan by organizing and
staffing, setting jobs to be done, staffing workevbo are qualified for the job,
communicating to them and delegating responsibilith a structural organizational
plan. Leadership is aligning people. Leaders comaati® the new ideas to the followers,
who enhance the change and who have to underdt@ndigion and be committed to

achieving it.

Secondly, the focus is on ‘leaders and followens l&adership and management and
subordinates’ (Rost, 1993, p.15Q)eaders and followers are the main concern in a
leadership relationship while we have managerssafmbrdinators in management. The
terms are not synonymous. Managers are not the aarteaders while subordinates are
not the same as followers. A manager can becoreadet and subordinates can become
followers if they are involved in a different chaofrelationship. Being a leader does not

require any position in authority like presidenthief executive officers (CEO),
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managers, principals and departmental heads. lalefieition of leadership, the person
does not need to be in any formal position. If deénition includes a formal leadership
position, it means it is inconsistent. On the oth@nd, a person in a formal position like
the manager is for management. The definition moslude a formal position in

authority. From the four concepts used here, lesdierversus followers and managers
versus subordinates are entirely different in thaafinition, which renders a clear

distinction between management and leadership.

Thirdly, leadership deals with ‘intending real charversus producing or selling goods
and services’ for manageme(fRost, 1993, p. 151). In leadership, leaders atidwers
intend real change while managers and subordireaesnvolved in the production of
goods and services or the selling of the goodssandces. Leaders and followers blend
their ideas together to carry out a change, whieagers and subordinates join their
forces to sell goods and services produced. Butnwhanagers and subordinates join
forces to improve their ways of production and nieerketing of the goods and services in
a change effort, they may be involved in the rdenge which is leadership. Kotter,
(2001) confirms that managers in organizations leapobducts and produce. Leadership
on the other hand is about making a change anchgapith the change. Leadership has
become so important today in many organizationsp@ay’s businesses are so complex,
change taking place suddenly due to technologibahge, unstable demographics and
competitiveness (Kotter, 2001). The way organizetiare being run has changed. We do
not need to rely on the past successes, as theyMefo, the success of the future needs
strong leadership skills to survive the future cetitppns. The main difference between
the two is coping with change and the other is mgpvith complexity (ibid). What needs
to be done, how it will be done, the creating diameks and of relationships are different

tasks entirely for the manager: these are leatiesks.

Fourthly, leadership is abottnutual purpose versus coordinated activities’ (Rb883,

p.151) When changes take place in an organization wittidiesiip, they must reflect the
mutual purposes of followers and leaders. Thanisndication that leadership is taking
place. Mutual purposes are goals set by leadersf@lmivers that develop over time.

Followers and leaders are always in a process wéloging a mutual purpose for a
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common understanding and for the melioration of dnganization. As they share a
mutual purpose, their commitment toward the develpt is high. The definition of
management does not involve a mutual purpose foagers and subordinates. Managers
and subordinates coordinate their activities ineorth get the job done effectively, in
selling of the goods and services. Coordinatedvifie include: exchanges, negotiated
agreements, and compromises. They also entail atngy the subordinates on what to
do. Staffing, monitoring and deployment of resograee good examples of coordinated
activities. Making decisions on how goods are t@tmeluced and sold, and the making of
profits are management-coordinated actions. Lehgeend followers do not deal with
the production of goods and services but ratheeahchanges. Coordinated activities are
not the primary purpose for leadership though thegy be involved in it. The most
essential point is that leadership is not purposelycerned with coordinated activities
since it forges for real change and relationshijgnagement is the meeting of the day-
to-day procedures, practices and complexity ofattganization (Kotter 2001). If there is
no management, the possibility of collapse is hfghthere may be chaos. Management
maintains order, consistency, profits, routine aimn and quality in organizations

(Spillane, Halverson, and Diamond, 2006 p. 14).

Management works on the accomplishment of plangtaplem solving, controlling,
comparing the plan and results both formally arfdrmally through meetings, reports
and other tools, planning again to solve identifiedblems and deviation. Leadership is
the achievement of a vision that requires motivamd inspiration, letting the people
move in the right direction, no matter the hurdhel aps and downs, keeping the human

emotions, needs and values in place at work (Kd2@p1).

Functions of the leadership and management arthadame either. Leadership produces
change, setting the direction of change while glagirand the direction are not set the
same. Planning is a management process. The dimgutdbduces a vision since there is an
amount of huge data gathered to set divection and strategies. This is a long term
process and more of a corporate culture. This msesioing very strenuous because it is
hard gathering and analyzing information, and iexhausting. A designed direction

setting process gives a focus in which planning loarrealized practically and a well
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designed planning process serves as a usefulyréalitheck for the direction setting
activities. Management focuses on work at handfaots and logic and not so much on
people and their feelings. Figure 2 shows a sumnudrythe differences between
leadership and management as Northouse (2007, pite® in Kotter (1990) ‘how
leadership differs from management’ (Northouse,72@0 3-8).

MANAGEMENT LESERSHIP
Produces order and consistency Producesamge and movement
Planning and budgeting Estibhing directions
establish agenda create a vision

set timetables clarify big picture

allocate resources set straight

Organizing and staffing Aligimg people

provide structure communicate goals

make job placement ekseommitment
establish rules and procedures eddns and coalitions
Controlling and problem solving Motivating ard inspiring
develop incentives nspire and energize
generate creative solutions enmgrasubordinates
take corrective action tisfg unmet needs

Figure 2 Summary of differences between leadershignd management

3.2 A shift in leadership/management

The literature reveals that there is a shift fromnagement to leadership. However, the
principals still have the responsibility of perfang both the managerial and leadership
tasks at the same time. The failure of the tradideadership theories led to the new
leadership approaches of power and influence. fhieisry describes the use of power in
an organization. The most significant question\iiese leaderships theories are: who

possesses power and influence in an organizatioth, \@hat are the consequences of
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influences in an organization. Figuring out who fasfluence who and the effects of it
led to the categorization of a number of leadessijthin this leadership theory, such as
transactional, managerial, moral, participatoryansformational, contingent and
instructional. Transactional and transformatiordership are discussed below for the

purpose of this study, while the others are intigravithin these two.

3.2.1 Transactional leadership

Transactional and transformational leadershipsbaseed on the fact that leadership is
viewed in terms of a relationship between leadeds fallowers (Northouse, 2007). It is
the exchange of services between the leader anfbltbeer. The follower provides the
services to the leader, expecting some pay baskmething in return from the leader. It
is based on giving out what the leader lacks aeddader giving back what the follower
lacks. School principals who hold formal leaderspipsitions reward hard working
teachers who are committed to providing the sesvioghe schools for improvement and
growth. Sergiovanni (2006) describes this complingatd appreciation by school leaders

to followers as a trade off or bargain.

A good leader will not end his relation at the ssvievel with the followers but will
think of transforming the followers through theadsished relationship. This leadership is
based on terms of relationship and on a form d&boration rather than hierarchy. Trust,
empowering, sharing and involvement of followergaking part in decision making are
the main driving forces behind this type of leatigysThere is a great deal of evidence in
the research that everyone in school has sometbhirgntribute to the success of the
school and this can be carried out through actasigipation in decision making and
management. The responsibility of the school iseshay all, and involvement in sharing
the responsibility sets the direction of the schibmbugh the vision, creating a culture
where every teacher feels that he or she is a lead@ has something important to
contribute to the development and growth of theosthSergiovanni (2006) confirms that
this leadership style unites the followers towardoaaxmon mission but also has higher
needs of the followers to be satisfied. It is bimitgfollowers and at the same time uniting

them towards the achievement of a common goal.
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3.2.2 Transformational leadership

Transformational leadership is derived from the kgoof Bass (Rost, 1993; Owens,
2001). It is a leadership style that seeks to fgatithe needs of followers.

Transformational leadership can convert followert® ileaders and may convert leaders
into moral agents. It also seeks to satisfy thedseef the followers through high

motivation. It is collaborative (Owens, 2001). Ciolesing the needs of the followers
keeps them motivated and the moral standard ofldhder becomes high. It expects
followers to collaborate. In such a collaboratieéationship followers develop a sense of

commitment and motivation to act beyond the expmkleteel.

Rost (1993, p. 123) defines transformational lestipras the leadership that is based on
influence, real change, active involvement of fakos, and that the change should reflect
the mutual agreement. In this definition, there mn@ortant points: active followers,
influence, and real change intention, a mutual psephat the leaders and followers have
agreed upon. Rost (1993, p. 123) and Pounder (200§gest that Bass identified key
elements in transformational leadership. These etisnwere 1) idealized influence -
vision, gaining of respect, pride, trust and cladt the task, 2) inspirational motivation -
members acting as models to communicate and beddience and values to members,
3) individual consideration - mentors, coachese about individual followers and need
for development, 4) intellectual stimulation - rie#ting of new ways of accomplishing
tasks, changes, challenges of the task and en@ueag to solve problems in the best

possible ways.

Transformational leadership has a strong role &y pin how teachers work with each
other and with the principal. Teacher leadershgvaues of transformational leadership:
influence, communication, inspiring others and ingsexpectation. It fosters a greater
sense of teaching and collective work in a collabee atmosphere (Pounder, 2006). It
also gives teachers a sense of belonging and emnpgwe a joint effort to develop the

school. Transformational leadership and teachetelship have some commonalities in
the way they look at leadership: new ways of ddimggs in pursuing excellence through

a collective and a collaboration action, with whictembers act beyond expectations.
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These same ideas are integrated in teacher legugrsitosophy in pursuing excellence

in pedagogy with a collective action and collab@aamong teachers.

Studies by Harris and Muijs (2003b) reveal that éx@ansion and the growth of the
school build more competencies to followers andddées. They become skilful in

different roles and share responsibility. This tygdeadership is known as distributed,
shared, participatory with the notion that leadgrsé spread over leaders and followers.
This approach has long existed but it used to déhlthe delegation of power while the

latter concept is more of spread leadership funsteamong teachers.

This approach encourages and empowers leadershthens. This is the basis of teacher
leadership in school. Muijs and Harris (2006) reiné the assertion by adding that this
leadership is concerned with empowering others,iqadso related to successful schools

and effective leadership practice.

Regarding the Finnish school context which is theu§ in this study, there is a shift from
the traditional hierarchical model to teacher |leadp, focusing more on collaboration,
trust, empowering, sharing and democratic actiomregnteachers in decision making.
When we discuss teacher leadership in school, mase of teacher learning centred,
creating an atmosphere of collaboration, influegcimproving relations and trust in

school among teachers and the leader.

There are a few barriers of teacher leadershipesspd in literature. The literature
suggests that schools are structured in a wayhihders the idea of teacher leadership.
Firstly, Bennett, Wise and Harvey’s (2003) studyeads that the top down model is still
dominant in many schools today and cannot fadditebcher leadership. Many teachers
see themselves not as leaders because thereasnmal Status that confers that name onto
them as formal authority leaders. Hence, in mokbals the idea of teacher leadership
remains the problem of the principal who may ded¢aescognize teachers as leaders or
not. Heads of services or people who hold thatpgogtion in school (principals) claim
that introducing the idea of teacher leadershig vetluce their influence on teachers
(Frost and Durrant, 2003 p. 184).
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Secondly, Murphy (2005, p. 98) and Harris (2003ap @&ring out three aspects that
hinder teacher leadership: culture, support andaroegtion. An environment that
supports teacher leadership is not built in marhosts. The deep structures of symbols,
routines, norms and conventions are not in favéteacher leadership. Without a change
in the way the teachers' workplace is situatediastitutionalized, teacher leadership will
not occur. The way the organization is structuretp to define the interaction of the
members, network related attitudes, behavioursi®@ftéachers and principals that give a
chance to teacher leadership. Based on the ninbteemtury culture of schools, the
hierarchical culture of schools does not permithea leadership. The framework is not
opening up new roles and norms for teachers tasachange agents. Schools discourage

teacher leadership as that adds more responsitaltgachers' work.

Thirdly, the organizational structure of schoolskesmit difficult for teachers to take up
leadership responsibility. Schools are bureaucratganizations, which have only one
person as the main leader, who is always the pahcGiving an equal right to teachers is
like reducing the principals’ power, changing thdtwure, the traditional relationship
between teachers and principals and above allntitien of a single leader (Bennett,
Wise, Woods and Harvey, 2003, p. 9).

Fourthly, Harris (2003a) argues that the role af thade union in hindering teacher
leadership is quite important. Trade unions proteathers' rights and do not always want
teachers to do any additional task or take up amsaeesponsibility. The trade unions

spell out teachers' responsibility from bureaucrati administrative roles. There are two
types of unions; the labour trade union and thehess’ trade union. The labour trade
union separates teachers’ work from administratisark while teachers’ trade union

protects the rights of the teachers. This preveéeéshers from acting beyond their

classroom work and thus impedes teacher leadership.

Teacher leadership is described to be interactidebased on the activity of teachers and
principals of the school and how they carry outirtifermal and informal tasks,

delegation of power and the structure of the schamlan organization. When this
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leadership is found in school, it is obvious thatill impact student learning and staff

development.

The Hersey and Blanchard situational model helpexigain that despite these factors
that inhibit teacher leadership in school, it midet possible for such a leadership to
work, depending on the leader. The model is usdatisstudy to explain the leadership
styles (Hersey and Blanchard (1996, p. 169) on kolool leadership functions. The
situational leadership model was derived from thetingency theory. The contingency
theory argues that there is no ideal leadership.stihe best leader is the one who fits in
the existing situation. Leadership should be appateto the situation and should fit to
the situation. It explains two leadership behawoas studied in Ohio state leadership

studies.
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Figure 3 The situational model

Firstly, the nature of the tagk the jobof the leader is to manage the school. One major
task of the principal is to explain what every sulimate has to do by communicating it

clearly. The principal does this by clearly statmgv, when and where the task needs to
be performed.

Secondly, the leader has to take into consideratmahacknowledge that he works with

people and not alone, hence establishing a good@tingprelationship with followers is
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vital. This provides the emotional support to falkrs to facilitate their work. Hersey and
Blanchard took some factors into account when ughig model. The factors are: job
maturity of the person performing the task and dvisher experience. Psychological
maturity was also used to refer to the willingnasd acceptance of a person to perform a
task. In regard to this study, the Finnish teacheesvery mature because of their level of
education.

Thirdly, empowering others will serve a great d@amanage the school. In leadership,
leaders and followers share a vision. It cannotifs@e smoothly without sharing power
(Owens, 2001). Traditionally, power was with thas@dministrative hierarchy. Power in
this sense is no longer considered to exist witihaity but in terms of taking part in
decision making and creating an atmosphere of. ttMgh this type of environment being
developed, people turn to trust each other. Thetde tendency that communication is
both ways: top down and bottom up. This is the @ation of a collaborative
environment. In this sense, a leader is a persoo hglps to initiate change in an

organization, sharing a common purpose to pursagranon vision and action.

3.3 Principalship(s)

The principal occupies the most important positiorschool as a leader. He or she is
considered to be pivotal in coordinating schoolvéaés between parents, students, staff
and the community as a whole. Sergiovanni (200@9p.suggests the traditional role of
the principal was focused on administrative proegesand functions mostly on school
work (p. 24). Sergiovanni (ibid.) also brings obktnew roles of the principal being
leading, planning, controlling and organizing. Angipal is an academic school expert
with certain qualifications. The country’s laws,rms and values guide his or her work.
He/she is appointed or elected depending on théexbrnin some countries, he/she is
elected while in others he/she is appointed afend in service for some years. In
Finland, a principal is appointed although it varfeom municipality to municipality.

He/she is an instructional leader in a group ofgssional instructors, a certified teacher,
coordinating the activities of the school amongdstus and other classified personnel

and establishes the best relationship for schoptarement (Edgerson, 2006, p. 2).
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3.3.1 Former role of the principal

In the 1970s and early 1980s, the principal wastltmworking on particular instructions
from the authority. The principal was not free t \what he or she felt because he/she
was required to follow what the authority wantedhiier to execute. In the following,

there are some of the principal’s former functions.

The principal acted as a supervisor and was looipeeh to be very high from the rest of
the staff in the school. He or she was looked up®ithe boss and his or her office was
not easily accessible (Terry, 1999). Teachersrhedaored, resentful and unhappy. Terry
(1999) argues that many woke up in the morningrep¥i really don't want to go” and

others complained commenting that they might leheeprofession entirely.

It is believed that the principals have always tibldir subordinates how to act. Teachers
have had little or no voice in their job placeshwiegard to the curriculum development,
evaluation instruction, schedule and allocationindtructional resources. The school
climate was gloomy and dim for many teachers bexafighe top down management,
which never gave any teacher vitality and enthusias work. Here are some of the
factors that demoralized teachers to work withghecipals (Terry, 1999; Edergson and
Kritonis, 2006) lack of trust for teachers, rigidrbaucratic structure and confusion, poor
communication to teachers, lack of support and liogc mentoring and feedback, no
challenges at work, the same assignment repeatedly,of responsibility and no time
allocated to solve internal problems, lack of sslifeem caused by the principal (anger,

depression and anxiety impeded teachers’ work).

3.3.2 New role of the principals: A shift from management to
leadership

The role of the principal has changed from beingaathoritarian to a facilitator. The
principal is an influential leader to both teachamsl other members of the school. The
principals work with the staff to create the atniose that would be conducive to a new
culture for continuous learning in the school, &mdthe realization of the school vision.

The following are the new roles of the school ppats.
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Fullan (2002, p. 16) identifies some roles of anpipal including that of an instructional
leader. The principal is an instructional leadehowfocuses on the development of
teachers' knowledge and skills, professional conitygnogram coherence, and technical
resources. The other functions identified by Fuli@®02) are reinforcing learning
communities, leadership for instructions or ingtiart (teaching), peer learning and
individual coaching. The principal shares knowledgepart of the new rolé principal

is a leader who creates and shares knowledge thraugpcial process. In this vein, a
professional learning community is quite necesshearning is a continual gaining of
knowledge, but it takes place when people sharasid8lase and Blase, 1999). The
principal reminds/supports the teachers in thictma of constant knowledge sharing,
shares what he/she reads, being a life-long leaamer encourages research. This boosts
the moral purpose of the school, especially thehes and the rest of the staff (Fullan,

2002, p. 2), and new teachers are encouraged apy kawork as teachers.

Furthermore, the principainproves relations in schadlvhen relations are bad, schools
remain stagnant and sometimes the purpose isAesi leader, the principal builds and
improves relations especially with diverse peopteking in the same school who think

differently. The principal tries to build relatiofsr the disaffected teachers.

Again, the principals’ role is that ofservant leademl new leadership role adapted from
the post-industrial paradigm (Murphy, 2005, p. 3Borthouse, 2007; Yukl, 2002;
Greenleaf, 1977). As a servant leader, the prifisigmime responsibility is that of his
followers and ethical in nature. The concept ofvaet leadership includes nurturing,
defending and empowering. The principal’s rolecigttend to the needs of the followers,
accept the responsibility and make followers héaltirhe principal must be a listener to
the needs of the followers, share pain with thechfamstration that is when teachers face
hard times. The empowerment role is important is $ense. Instead of using authority to
dominate the staff, trust is established, honesiyne another is cherished. The leader is
open, anaction keeper and consistent with values and showsern of trust. Social

injustice and inequality is opposed, for it dessrtlye organization (Yukl, 2002, p. 404).
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The principal is dacilitator; a moral role of a school leader is a facilitator ethics of
care it is suggested that the leader needs to ntate on the people in helping and being
of service to them (Murphy, 2005 p. 39; Noddingep2, Greenleaf, 1977). Murphy
(2005) cites Vazquez that the role of a leademisuild capacities of people and to

encourage them to develop the ways and meansifag their capacities (p. 39).

The principals could alsempower othersThe principal has the ability and authority to
create that climate to encourage both teachemmptement the new reforms and provide
the leadership needed for the reform to succeeddoing so, the principal has the
following responsibility as shown below: empowerithg staff to share in the decision
making process, encouraging team work and supotti@m, and being a learner as the
other teachers.

Mulford (2003, p. 20) summarizes some functionpmfcipals as follows. He suggests
that a principal is one who provides individual gap to appreciate the work of the staff,
taking their opinions into consideration, promotargatmosphere of care and trust. He or
she is expected to be the pace setter for thefeke staff. Many could therefore follow
in interaction and change practices to the new staleding by demonstrating an
example. The principal is indirectly setting a stuwe that encourages the staff to take
part in decision making by distributing leadershipd supporting autonomy. The leader
has to work toward the consensus to be arriveg #hd staff and communicate it to both
students and staff members that will give a streegse of focus of the school. He/she
also needs to encourage staffs to be innovativefacititate opportunities for staff to

learn from each other. Hence, the principal is dieed as a transformational leader.

Associated with the concept of a professional iegrcommunity is a learning climate
that a leader (a principal) establishes (Mulford02, p. 394). The leader encourages the
members in the organization to use opportunitied dome up for further training for
personal growth and for skills acquisition. To ¢eea climate for continuous learning,
there are many things to facilitate it, from estdbhg a schedule that allows free time for

new ideas to be tested with new ways and methadprdviding financial support to



39

teachers who want to go for in service educatiangstablishing a programme for
counselling of teachers to help them achieve {hatientials (Murphy, 2005).

3.4 Teacher leadership

The relevant literature on teacher leadership istipydound in the United States of
America, Canada, Australia and the United Kingdonhe literature will be divided into
four parts: teacher leadership, the role of tea;hanaracteristics of teacher leadership
and factors that hinder teacher leadership. A nurobauthors have written on leadership
exercised by teachers (Dinham, Aubusson and Bra@g6, p. 4), conceptualized with
different names such as distributed leadershigeshi@adership, participative leadership,
democratic leadership and parallel leadershipllithese concepts used to identify a new
leadership in schools and organizations, the nmopbitant elements for leadership are
that it is collaborative and participative and mmder equated with people holding a

formal leadership position.

3.4.1 Synonymous terms and some commonalities of the concepts

There are many concepts in teacher leadershipateatommonly used by researchers.
They are distributed leadership, shared leadersl@pocratic leadership, participatory,
and teacher leadership. The above mentioned canee@riap each other and many
writers like Harris and Leithwood have made conioast between the concepts. | will
define distributed leadership, shared leadersimg,teacher leadership for the purpose of
clarity and for this research. However, my focugeiacher leadership, the relationship
between teacher-teacher, teachers and principals,tiey carry out their major school
task, if the concept of teacher leadership is dletihe teachers in Finland and if that has
made their school task different. In all the consementioned above, there are some

commonalities among them. First, | will examine tleminologies below.

The first isdistributed leadership. According to Dinham, Aubusand Brady (2006),
distributed leadership is a developmental aspectsabporting, encouraging and
empowering aremployee rather than delegation of power for irdinails to take on new
leadership roles. Distributed leadership is theohsharing practice in organizations over
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leaders, followers and their situation. It incoqes the activities of entire groups of
individuals in school work in mobilizing and guidjrstaff at instructional leadership.
This implies that it is the spread or the distribaitof the function where a number of
individuals accomplish the task through interactibis more lateral and less hierarchical
in the way the staffs function (Harris and Spillar#08). The distribution of the

leadership role benefits both the organization iaddvidual who take on the leadership
role or the task; leadership capacity is increaaad spread within and across the
organization. In this definition, there is the distion between delegation and
distribution; the latter can better encourage atite and innovation spontaneously,
which can be supported by the leader in questtos. & “two way street” in contrast to

delegation, which is more of line management.

Dinham, Aubuson and Brady (2006) and Bennett, Wi¢eods and Harvey (2003) argue
that distributed leadership is for those in format informal leadership positions to lead
in an organization. Teacher leadership which isnmayn concern falls under this category
whereby teachers who are not holding leadershifitipps are encouraged to take up
leadership roles, recognized and are supportecvelop leadership potentials, so they
can contribute their knowledge and skills to proenahd provide leadership in school.
Teacher leadership gives more opportunities toggar teams to collectively carry out
certain school responsibility, resources, and “spdo address a problem in school.
Muijs and Harris (2007) suggest that teacher lesdderinvolves mostly the teaching
staff.

The second ishared leadershigynonymous to distributed leadership. It stresseddct
that decision making is shared by all members endiganization (Carson, Tesluk and
Marrone, 2007). The leader of the organization sugpshared leadership by providing
an opportunity for teachers to be autonomous. Poesponsibility is distributed widely
to teachers, and collaborative planning and chafmestaff development through the
professional learning community are provided. larskd leadership, everyone can pick up
the leadership role at one point in time within tinganization and it involves the parents,
students, teachers, principals and stakeholderghéidi, Aubuson and Brady (2006). The

principal allots and embellishes skills and knowledf those in the school to create a
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school culture that entangles the school and pegiether in a relationship with each
other, making the individual to be accountable ¢otlective results (Bennett, Wise,
Woods and Harvey, 2003).

Taylor (2005, p. 61) explains how work is carried m an organization with the concept
of ‘division of labour’. There is this tendency thaegyv worker has a mastery of the
subject but not a mastery of all, hence creatingritependence in the workplace. This

reflects the teachers’ task for every subject &ed¢arning of the students.

The last one and my main concerntescher leadershipMany definitions of teacher
leadership exist and a selection has been madehierstudy. After reviewing the

definitions, I will give my own definition accordinto my understanding of the literature.

Katzenmeyer and Moller cited in Hough and Cruz @Qf 2) defined teacher leadership
as leaders who lead within and beyond the classradiuence others toward improved

educational practice, identify with and contribtdea community of teacher leaders. This
definition was also based on their experience ashiers, reflecting both their experiences
and thinking of others who have been documentiegpttenomenon. Teacher leadership
is a move for teachers to act beyond the role student instructor and to work at the
school/district level assisting other teachers,etlgping programmes and policies or
performing administrative responsibilities (Conlepd Muncey, 1999). Conley and

Muncey add that instead of the formal way for teastio work in isolation as classroom
teachers and without the assistance of colleagfuesather a way of working together in

teams. The new role of teacher leadership clugterseachers together as teams.

Anderson (2004) and Conley and Muncey (1999) sugbesteacher leadership is rooted
in school improvement and the shared decision ngakitiative among other things, it is
the reform calling for more teacher responsibilifgrofessionalism, and teacher
collaboration in school. Responsibility, profesgitism and collaboration are stressed by
Anderson.
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In the new context of teacher leadership, the tathto grow professionally, meaning
that teachers are going to be more involved in Sil@ci making than ever before
(Anderson, 2004). It also means that the teachamd’ principals’ relationship has to
change. The new concept involviee mutual respect and understanding between the

teachers and principals by working together in tigvag the school.

Harris (2003a, p. 315) suggests that teacher Ishitels context bound and that it equates
to role and position. Teacher leadership is thétplior teachers to encourage colleagues
in the school to change and do things without tileiénce of anybody like the principal.
In such a leadership style, a community of learnerformed and the influence of the
other colleagues on work is crucial. Authority é&adl does not need to be located in one
person but can be dispersed. Mulford (2003, p.sl@ports Harris’ point on teacher
leadership, defining it a form of collective leasl@p in which teachers develop expertise

by working collaboratively.

After studying a number of definitions of teacheadership, | have formed a definition
according to my understanding of the concept: Teatdadership is emergent and fluid
among classroom teachers, who assist in curricadewelopment, participate in decision
making in school, collaborate, review ways of teaghand lead other staff members in

professional development.

Commonalities between the concepts teacher leadeighdistributed leadership and
shared leadership

These concepts have many aspects in common a$iedan figure 4, which | find
necessary to outline here. Although there mightsbeme differences between these
concepts, nevertheless few exist. The commonattiesas follows: Sharing of power
mentioned in all these concepts above, one peamot hold power. Power is shared or
dispersed among teachers. The principals must eepall teachers and teachers are
expected to empower each other (Hamilton and Suéing 2001 cited in Moxley, 2000).

Furthermore, there is a shared mutual purposeowdth there are different teachers or

members have divergent ideas, they must know timate goal of the school. Anyone
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can use his or her own method but they share time s®nse of purpose. Hence, they
work together rather than according to a separgémda. Moreover, the teachers share
the responsibility together, sharing responsibiityd accountability for the group. Each
teacher must take an active role and should beuatable for the group and no longer as
an individual. Empowering teachers in school to kvtoward a common goal makes

them know their responsibilities and strive for atoal purpose (Howey, 1988).

Additionally, these leadership approachiase the teachers’ esteem. Every teacher has
powerful skills and opinions, which should be relgl as an assets. Hence, these
leaderships recognize that the greatest assethmokcs the teachers with each teacher
recognizing and accepting the differences in thegets. Respect for every human being
in a group is sine qua non of these leadershipd)(ilBesides the teachergorking
collaboratively, organizations are complex by naftithe consequence being that they
need to work collaboratively and efficiently. Themases the way work is done and
enhances the growth of the organization. Henceoakd at leadership being fluid,
emergent and all actors as equals. Sergiovanni6(200184) describes this relation as

collegiality and congeniality.

Distributed leadership  Shared leadership Teacher Edership
fluid fluid fluid

collaborative collaborative collaborative
trust trust trust

shared power shared power shared power
mutual purpose mutual purpose mutual goal

communities of learners  communities of learners ofgssional learning
communities and
communities of learners

teamwork teamwork teamwork

embodies everybody embodies everybody only teacnets
principal

emergent emergent emergent

Figure 4 The three leaderships with some commonais
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3.5 Teachers’ leadership role

The role of teacher leadership is broad. Teachesdeles are working towards the same
goal of changing the pedagogic work of teacherssmhdol development but it is hard to
say what they actually do. Their role varies asytf@ce challenges every day in
influencing their own and their colleagues’ classnopractice (Lord and Miller, 2000, p.
2). The role of a teacher leader is also contexindo In some areas, the district uses
teachers’ leaders to implement certain decisiomsraforms in school to be at the front
line. There are many names given to teacher leabfteseme context, they may be called
mentors, coaches, teachers of special homeworkelneachers, demonstration teachers,
resource teachers, specialist teachers and pesdretsa This variety of names makes it
difficult to describe teachers’ roles in schools.sbme context, a mentor teacher may be
the one who provides assistance to the new teaalersare not strong in the profession,
while in others it may be teachers helping othersmes of difficulties (Lord and Miller
2000, p. 3). Some principals determine the rolthefteacher leader while others give the
responsibility to the teachers themselves to usé& fhedagogic knowledge and decide
what to do. Nevertheless, I still suggest a felegdrom the literature based on research

conducted in the United Kingdom, Canada, Austratid the United States of America.

Teacher leaders are considered to be coach, tréieghwood, Jantzi and Steinbach,
2003) and facilitataorThe literature of teacher leadership suggests wanoles by teacher

leaders in school. Harris and Muijs (2003b) citeaéameyer and Moller (2001) on the
role of teacher leadership having three facetsA Iteacher leader is a coach, trainer,
specialist, facilitator, leading study groups, 2)téacher leadership role is seen in
participating in the decision making process inghkool with principals, parent teacher
associations, in the membership of school improvergeoups, and 3) A teacher leader
organizes the school, directs the school to droxgatds its goal, and is a researcher.
Similar roles can be identified, such as the camirs improvement of the school
practice, participation in curriculum development firoviding their active knowledge,

being learners, and teaching colleagues.
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Apart from the above, teacher leaders learn frooh edher Harris (2003a) suggests four
main roles for the teacher leader. One of the nmygbrtant roles of teacher leadership is
to learn from each other and be in close relatignshith teachers in school by
collaborating in a mutual way. Another role of teac leaders is that of brokering.
Teacher leaders ensure that the connections vitikischool are secure and that teachers
are using the greatest opportunity to develop tiglls for the development of the school
positively. The teacher leadership has a partioiyatrole in school improvement.

Teachers take a collective action to shape theat¢bward a stated goal.

Building a collaborative culture is another roletechers’ leaders’ in school. Teachers
build a collaborative culture that focuses on teashstudents’ learning and continuous
professional development of colleagues (Leithwalathtzi and Steinbach, 2003, p. 187)
that allows new ideas and research in variousdieldtheir speciality. Among all these
roles of teacher leaders, the most important pdinéd come from the literature are
curriculum developers, expert teachers in variaugexts, involvement in the decision
making process in school, collaboration with peeachers discussing lessons and

pedagogy, choosing instructional and textbooksHerschool (class).

Another role of teacher leaders is to assist inuigng new teacherd his role is aimed at

providing assistance for the selection of new teeslior various subjects and also the
administrators, drafting staff development prograaapmaking decisions of the school
budget for that year, setting right values and biehe for the school for both students
and the rest of the school staff and, above dlingestandards for students’ programmes

through promotion.

Finally, teacheteaders areesearchers and change agebtfrost and Durrant (2003, p.
176) suggest that teachers are action researchdrsh@nge agents. According to them,
whether teachers have a formal leadership positiorot, all of them should be involved
in the development of the school. The conceptsdédeship for learning” or “centred

learning” mean that teachers are all learners eachers at the same time.
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In teacher leadership, some teachers emerge agdeatio guide the rest of the teachers.
The role of this teacher is to act as follows: ¢oag team members in interpersonal
skills, collaborating with them, clarifying goals them, managing issues and power

conflict, building commitment and spirit of belongiin the school.

Four other roles of the teacher leader were idedtiby Lord and Miller (2000). Teacher
leaders are in charge of organizing workshops fberoteachers, working with teachers,
students and administration in supporting themreddiy, getting a task for every day and

setting individual classroom teachers to take teep

3.6 Characteristics of teacher leadership

Teacher leadership is centred on grounds thatatihiers can lead in their schools as
leaders, leadership is a form of agency and thatshared among teachers and principals
in a form of distributed leadership or shared lesldi@. This brings in the concept of
distributed leadership and shared leadership tiff@reht writers use but finally end up
giving the similar characteristics of almost thensaleadership concepts. Distributed
leadership helps in clarifying the teacher leadpersloncept. Three main ideas which
emanate from it are: (1) it encompasses the aetwvif different individuals in the school
who are guided by the change process, (2) distobuwif leadership tasks and leadership
are accomplished through interaction by many legderd (3) it implies interdependence
and how roles are shared in a school or an org@mizéHarris 2003a, p. 317). The
collection of all definitions carries collective taam by members and empowerment is
emphasized in distributed and teacher leadershigesd terms are always used differently
by different writers but have almost the same dtarsstics of distributed leadership,
shared leadership, teacher leadership (Harris amgsM2003b, p. 6). Teacher leadership
centres mostly on teachers with their leadershlp no school, while distributed and
shared leadership is manifold including studentayepts, stakeholders, teachers,
principals and other working staff. Some of the tnosmmon features of teacher

leadership will be discussed in the following sexwti
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3.6.1 Shared decision making

Howey (1988); Muijs and Harris (2006) and Greern(2@07) reveal that schools were
formally centralized organizations where the ppats were at the top. They were acting
as the highest hierarchy of the schools, who tooktrdecisions almost single-handedly.
Mayrowetz (2008) suggests that decision makinghosl has changed from an authority
of making a decision to decentralizing it to teasheho share their views with the
principals. Decisions are now made collectivelyll€xive decisions by groups or teams
have an advantage over a decision made only bgdividual like the principals. Group
decisions are considered to have a better qualyraelevance than that of an individual
(Yukl, 2002 p. 326). There is active participatiand meaningful communication by
members, which eases the commitment to any deceioved at. The teachers have
relevant knowledge, ideas and would easily impldantie®m since they were committed
in the process. Teachers’ involvement in decisiaking in school is an indication of
democratization in a school (Harris, 2003a, p. 3REVvertheless, a group decision is time
consuming, as to arrive at a consensus agreemeytbenadifficult to reach due to

participants’ incompatible objectives.

3.6.2 Professional learning communities

Driel, Beijaard and Verloop (2001) looked at a pssional learning community being a
process where teachers continuously learn from et@dr either formally or informally

in a school or organization (Murphy 2006, p. 149he of the reasons of forming such a
professional learning community is to increase sthmerformance, reduce teachers’
isolation in their classes without interacting wehch other and to form a collaborative
community that will facilitate problem solving inclsool (Stoll, Bolman, Mcmahon,

Wallace and Thomas (2006). Such programmes areysalw@od if teachers and

principals are all involved (Fennell, 2005, p. 1l4®eople seek to acquire more
knowledge and teaching skills through integration d& new learning practice. Murphy
(2005, p. 149) supports that in a professionalniiegrcommunity there is the ingredient
of sharing information and conversation, whichhie sharing of knowledge. It is realized
in shared problem resolution, shared languagegedhaork and making the isolation of

teachers’ work public and open. In a professioredrding community there are
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embedded elements such as all staff involvemeatedhvalues and vision of the school,
the main focus is on student learning and schogbrarement, cooperation and
collaboration among the staff, and their togethesn®riel, Beijaard and Verloop, 2001).
Harris (2003a p. 231) argues that the term prafessilearning community is one that
implies a commitment not only to a teacher shablngalso to the generation of school-
wide culture that makes collaboration expectede&htey aspects are emphasized in a
professional learning community: a) school cultdmkeit is client oriented and knowledge

based, and c) value of teachers’ professional dpwant.

A professional learning community thus is an arevizere teachers learn through
participation, share a common goal, collaborateanking together, and all gear toward
instructional development and promotion (Stoll, fBah, Mcmahon, Wallace and
Thomas, 2006). Developing new ways of pedagogyraathods remains their goal for
the creation of a professional learning communitye collegial relation among teachers
is one of the most important elements that proneéeher leadership for there is that
environment for continuous orientation, inquiryagtice and improvement of pedagogy.
In a professional learning community, members faetense of empowerment and
autonomy that gives them the will to be more cortediin the school work (Frost and
Durrant 2003, p. 176).

3.6.3 Teacher empowerment

Empowerment is not a new concept but the understgrad the interpretation has moved
from the traditional concept that ceded power aalthe principals (Pfeffer, 2005, p. 290;
Murphy, 2006, p. 124; Terry, 2006). Owens (200X }idguishes five kinds of power as
follows: reward, coercive, expert, legitimate amdference. Teachers are considered to
possess expert power and to an extent legitimateepahich comes from the principal.
The principal has legitimate power from the auttyobut also releases it to the teachers
by accepting them to influence school activitiesv@@s, 2001). It is rather not the
transfer of power but the release of it that couthiis capacity for every individual to feel
empowered. The goal of the empowerment in leadeiishthe participatory aspect of all
teachers in school leadership in a form of demaatdn (Gonzales and Linda, 2004).

Empowerment has been seen by leaders to placeetsaah the core of the reform
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movement, to maintain good teachers at work amdwterse the old fashioned leadership.
Muijs and Harris (2006) posit that principals winink of empowerment in their school
must be ready to share and relinquish power tohtgac The empowerment enables
teachers to participate in decision making, whiifbacss the policies of the school such as
curriculum development, policies of the school ahd management (Terry, 1999).
Empowerment means giving authority to followergdaxide on their strategies to work
that can lead to school improvement and teachihgyTan do that in groups or among a
few individuals in the school. Yukl (2002, p. 266lggests that it is a means of
encouraging subordinates to envisage solutionsdblgms and giving responsibility to
subordinates in resolving problems on behalf ofi¢a€eler. In a nutshell, it is a democratic
way of sharing power with the subordinates by datieg power to them. According to
Yukl (2002, p. 107) empowerment gives a strong camant of the task to subordinates,
responsibility, feeling of belonging in an orgartiaa, optimism about their job and a
greater initiative comes in when members are empsive~rost and Durrant (2003, p.
176) posit there is a need to develop schools asmmities, in which all members have

a voice and are allowed the space to fulfil theimian potential and exercise leadership.

3.6.4 Collaboration

Trust is essential in collaboration for all membersaccept differences and explore new
patterns in developing the school. Both individuat&l community interest are satisfied
through collaboration (Collinson and Cook, 2007)isl a joint effort of a task to be
accomplished by reducing the difficulties. This go@th the personal relation that has
been established among the workers in any orgamzakhis is like providing assistance
to someone in the organization and to a task thatot directly your responsibility.
Collaboration is the main focus of teacher leadprsis it stands as a tool for change
through collective action (Frost and Durrant, 2048, 175). In a collaborating
atmosphere, the power is based on peer controliammbt hierarchical. Authority is
dispersed among the teachers and teachers wortiedly as colleagues, trusting one
another and supporting each other. The teachersllamed to act freely and to have an

opportunity to experiment with their pedagogy depeld among themselves.
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Collaboration is geared towards a positive studiegnrining outcome that is seen through
their performance. Muijs and Harris (2006) arguat h collaborative culture, there is a
common vision shared by all members that shapestheol, a culture of trust and
cooperation are established (Pounder, 2006). Withthey set the goals of the school,
which guides them toward the vision of what theyntvdn developing the vision of the
school, they have meetings where such issues amenoaly discussed trustfully and

honestly.

A school that has a collaborative culture is mdfective in teaching and learning. The
plans are well coordinated together and full pgréton of the members in decision
making is established. The mission behind collaimmain the teaching field is that
teaching is a social practice that does not ned&e toonferred to an individual. It requires
interaction with colleagues that serves as a lagrentity for teachers (Printy and Marks
2006, p. 127). Generating teacher leadership witmiature of an increase in
responsibility and collaboration has a positive aetpon changing the school as an
organization and helping diminish teacher aliema{iduijs and Harris, 2006). There is a
strong collegial relationship that suggests th&traction helps them to share ideas and
generate new leadership. Northouse (2007, p. 2&fi)ea that a collaborative climate
constructed is essential for leadership. There Idhbe that atmosphere that fosters
collaboration among members, trust, openness, ecgspensistency and honesty. In a
climate of effective teacher leadership, a collabwe climate ensures communication,
safety, guiding problem solving and managing thebj@ms.

3.6.5 Teamwork

A research carried out by Conley and Muncey (1989¢als how two teachers shared
their view about teamwork in the year 1994-95, daelcher holding multiple leadership
roles and team membership. They touched on mangcespf teaming in regard to
teacher leadership such as school structure amdicesing, skills needed by teachers
and team members concerning teacher leadershipte@aoker felt that every faculty was
a team on its own, “I feel like that is a team.is also noted that all teachers were team

leaders.
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There was no real leader of the team. The prih@pted as one of the team. It was all
equalized. But... because I've worked here so Ibhgve a lot more history. And because |
work with different grade levels and different sitions, | sometimes can see things
differently, |1 gave a lot of input .... But thereagn't really any leader ...we are all equal
(Conley and Muncey 1999, p. 49).

Moreover, in team leadership teachers are advised tonfident of themselves, not to be
afraid of disagreeing with team members, and taeiions are collective as a team and
not as individuals.

According to Northouse (2007, p. 213) in team leslip members are expected to
provide information collectively and shared amolngmselves. Like in schools, heads of
department are like team leaders while the resthef staff are like members. But

according to some authors teacher leadership @lactive agency (Muijs and Hatrris,

2006). They have meetings jointly to make choickshe textbooks and other useful
materials inside the team, some people may be gikenresponsibility to buy the

necessary materials. Other teams of mixed depatsni&e mathematics and history can
be formed. When it comes to the problem where gerxXs needed in mathematics, the
mathematics teacher leads, while in another whestrlg knowledge is needed, the
history teacher leads.

3.6.6 Common vision for the school

In every organization, there is a set goal thdtnewn by all workers. In other words,

there is a vision for every school. A vision isutufe plan that does not exist presently.
As a leader, the teacher operates a vision forstiteol, based on norms, values,
commitment and aspiration. A vision of a schootigcessfully achieved when shared
values, ideas and perceptions are articulated tshaed understanding. Many are
committed to the vision of the school because ti@lectively had a clear discourse on it
and fashioned it, opposite to the previous one nsadge-handedly (Defrost and Durrant,
2003, p. 175).

3.6.7 Communities of learners
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In a community of learners a network is develogedugh which teachers learn through
this network. Lambert (2003, p. 427) says a lamgrrding community is developed
through this network as a development to teacheiEe and self-concept. In a larger
arena such as the national level, a community afnkers see themselves as part of the
profession, and listen to new ways. Howey (1988kt@an example of the national writing
project that propels professional growth of teastsrch as creating forums for sharing
dialogue, critique, seeing teachers as expertsniteain practice and in relationships,
providing multiple entry points into learning comnities, sharing leadership, rethinking
teachers’ professional identity to a professiormhmunity and valuing the contribution

of teachers as colleagues and above all, menttzaahers to help their peers.
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4 RESEARCH METHOD

4.1 Introduction

This chapter deals with the research method chésethis study. It starts with various
research paradigms in social and human scienckswénl by methodological options in
research that are suitable for this study. | exanhithe three research methods commonly

used in educational leadership.

| will further explain the reasons why one partamumethod might be more suitable for
this study and why | chose it. It is the qualitatmethod with semi-structured interview
guestions. The selection of the participants, atlgonsiderations and the justification for
the study will be explained, as well as difficudtiencountered in the course of the

interviews. The research design and researchsisatyategies will also be described.

Gall, Gall and Borg (2007, p. 35) argue that thereo universal accepted, authoritative
conception of the epistemology in educational smenof research, methods or goals.
According to Cohen, Mansion, and Morrion (20074) methodology is a skill and an

accepted way of gathering data to help understasiiation in the best possible terms. It
is a systematic procedure and strategies of inqgetyto find answers for questions or
problems in a social world (Creswell, 2003). Weestigate issues and problems using an
accepted procedure as social scientists. It ingoblgectivity, observation, self-discipline

and critical understanding to promote knowledgewaindGall et al, 2007, p. 35).

In research methods, different concepts have beeelaped to separate them from each
other. There are three about research paradignasiftative, qualitative and postmodern)
used in carrying out research in the field of sloet@ences and education. The paradigms
and methods used for any research should be ajgegdor the research, thus the

paradigms are differentiated below.
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4.2 Research paradigms

4.2.1 Quantitative Paradigm

Cohen et al (2000, p. 22) and Creswell (2003, p.c2dl this paradigm positivist and
normative. It looks at the world as being rule goeel and that human behaviour should
be investigated through the use of the empiricathodology of natural sciences. The
psychologists and sociologists that first used tidnisn called it normative (Gall, Gall, and
Borg, 2005, p. 14). A quantitative study is a stukdgt uses empirical data to test the
prediction or variables that are measured to dstalal relationship (Creswell, 2003, p.
44). This paradigm regards the world to be obsdevabd measurable. It is also based on
testing theories to show the reliability and validdf the theory and as to how it works.
The main idea behind this paradigm is to contraedasure, predict, and be objective. In
the quantitative studies or paradigm as definedCloyren et al (2007), theesearch
instruments to gather data for research consistiofeys, questionnaires, semi-structured

interviews and structured interviews.

Creswell (2005; 2003, p. 50) argues that reseaschave identified some shortcomings
with this paradigm. The shortcomings are that ieslanot take into account the

participants’ contribution, the context of the studnd it is outcome-oriented. Due to

these aspects, this method is not suitable foresgarch. Based on the shortcomings of
this paradigm, the social scientists developedtarqgtaradigm in the 30century, which

is the qualitative method (Gall, Gall and Borg, 20p. 24).

4.2.2 Qualitative paradigm

The qualitative paradigm on the other hand is gestilbe way of uncovering the complex
and the holistic world, rather than being objec{i@eeswell, 2003, p. 51). This paradigm
describes other possibilities of understandingtthen with multiple methods rather than
with one single method. One of the most voicedaisins against the positivist paradigm
is that it is mechanistic (Gall, Gall and Borg, 3D0

Cohen et al (2007, p. 17) and Creswell (2003, 2@a8)it the qualitative paradigm, the

interpretive or the antipositivist paradigm, oppasthe positivist approach of research or
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looking at the world to be socially constructed wéoer, there are many definitions used
by different authors with the same meaning. GaliJl @nd Borg (2003) call this the
interpretive paradigm and it is based on the faat the world can be seen in a subjective
detour of human experience. The qualitative paradig a multifaceted method of
carrying out research. The researcher is free@aalishe methods to find the truth. Thus
interviews, questionnaires, surveys, and case efuctn all be used in the qualitative
paradigm. Gall, Gall and Borg (2003) describe theerpretive paradigm as more
interactive and conversational. Looking at whakplered, the relationship that exists in
the schools among the teachers and the teachegwiangbals in Finland, more precisely
in Jyvaskyld, required me to meet teachers andcipafs and have an interactive

conversation.

During the process, notes were taken to back u@ddéo taped interview. Though this
paradigm seemed better for my research, theretiliresne shortcomings in it and the
two paradigms mentioned above are at no one tineebetter than the other, but one is
more suitable for a particular study than the otfA¢re identified areas where the two

could not reach, led to the emergence of anoth@digm, the postmodern one.

4.2.3 Postmodern paradigm

The postmodern paradigm was designed because thatitative and qualitative

paradigms did not include how certain issues insth@ety could be studied, for example
the inequalities and oppressed groups (Creswd5,20. 86). Gall, Gall and Borg (2007,
p. 28) posit that the postmodern paradigm develdpedntest against modernism which
questioned the rationality of human action, andregdahe use of the positivist paradigm
which claimed the search of truth. Gall et al (208&yue that the core of postmodernism
is the doubt that any method or theory, discoursgemre, tradition or novelty, has a
universal and general claim as the right or prgelé form of authoritative knowledge.

Postmodernism suspects all truth claims of mashkimg) serving a particular interest in
local, cultural and political struggle (p. 28). Neory is superior to the other in social
sciences and all cultures are equal. The searchtrith should be replaced by a

conversation among many voices (p. 29).
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4.3 Selected method

After reviewing the research methods in educatiohaiman and social sciences, the
quantitative, qualitative and postmodern paradigtos conduct this research, the
qualitative research provided more opportunitigsnie to explore the situation than any
other. As a multifaceted approach it gives theasser the chance to conduct research in
a natural and interactive way (Gall, Gall and B&Q@Q7, p. 23). This approach is inclined
to the existing perspective and experience in sideding the situation from the
respondents and is not restricted to one method, sbweys, questionnaires, and
interviews can be employed to collect data. In ttesearch | used the interview

technique. The rationale behind the use of thevige will be explained below.

| have studied in English for many years and confiogn a different country where
English and French are used as our official langsafneeded to immerse myself into
the Finnish system to learn more as a researchegrder not to assume. When
conducting the interviews, | had many probing goest to interpret the interviewee’s
understanding and knowledge. At the same timepd#ntcipants also needed some clarity
into some of the questions, where | had to reshlem in a different way (Borg and
Gall, 1989, p. 461).

Furthermore, this approach gave the informants @porunity to freely express their
minds, their perception in both English and Finn{&€reswell, 2003, p. 188), their
cognizance of the relationships, management, p@yagod decision making in school.
Although the initial idea was to allow them to eags their perceptions in English, there
were a few teachers who needed to use their matimgue as they lacked words to
express themselves in English. This approach daem the freedom to do so with the

help of my research translator, and it succeeddd we

Conducting research with the use of a qualitatipreach provides first class
information (Borg and Gall, 1989, p. 386). Thisamrhation helps the researcher to gain
the insights of what is happening from the viewpoaf the participants who are

experiencing it. They express not only their thdsdgbut also their experiences, which
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makes the data authentic. From their experieneanfbormants were able to tell me about
the type of leadership that is prevailing in treghools, and they were able to tell me their

roles and responsibilities from both the teachansl principals’ perspectives.

| therefore decided to immerse myself into the aede as a researcher willing to learn
and could not therefore use any other approach hwbauld allow me to meet the
teachers and principals for a purposeful convassdtiall, Gall and Borg, 2007, p. 31). |
used the semi-structured interview questions téecbimy data, which makes the only
source of my data. Reviewing the memos would hdse added valuable data but

unfortunately as they are all in Finnish, it was f@asible to include them in this study.

4.4 Semi-structured interview questions

The interview was based on a face-to-face conversaetween me and the participants
(Yin, 2003; Creswell, 2005, p. 361; Borg and Ga®89; Newell, 1993, p. 97). The
interview was divided into two types: a focus grommperview for teachers in three
schools: A, B, D, and an individual interview fdl principals and teachers in school C.
The interview (for teachers appendix A and B, aod drincipals appendix C and D)
guestion focused on their perception and expergentéadership in their schools. These
questions were subdivided into sub-questions aat aite their perceptions of leadership,
major responsibilities, experiences in decision imgkand professional development. In
the focus group interview in school A there wereefteachers, and in schools B and D
there were three teachers. In school C, there foareteachers for individual interviews.
In all, twelve teachers and four principals weitelimiewed from all the schools.

The interview was conducted in English since myelesf Finnish is very poor. This
might be a limitation of my research as well beeati® informants would have felt freer
and more comfortable with Finnish than English thaged (Gall, Gall and Borg, 2003, p.
248). It was tape recorded and transcribed latehé@ et al, p. 365). | confirmed the
interview schedules for every session of the inésvvbefore the interview date. Field
notes were also taken to supplement the tape riegorthese field notes acted as back up
notes in case the technology failed.
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| guided the interviewees in the interview sessiornfe purposeful conversation but they
led the interview. This was to help them remairevaht to the discussion and for them
not to derail from the main topic or digress frome tmain topic, avoid unnecessary and
lengthy discussions (Creswell, 2003, p. 186). Is\ilaxible as much as possible and

natural according to the paradigm used for thisagsh.

This study can be considered a case study on Hogviog basis.

A Case study

A case study is defined as an in-depth examinatfanbounded event, activities, groups
or individuals established to collect data invesiitgg a phenomenon in real life (Yin,
2003; Miles and Huberman, 1994, p. 25). Best anthk4986) suggest that it is a means
of collecting social data for the purpose of satdieeality. Although case studies have
advantages, nevertheless they have also receivee saticism that they cannot be
generalized. Yet, the advantages supersede th@sent(Best and Kahn, 1986, p. 92), so
the method still had potentials for also this reslealt penetrates into the situation and it
focuses the researcher on a particular organizatiooe explored through the varying
interactive process within the institution (Cresdw@005). Gall, Gall and Borg (2003)
argue that case studies are unique examples ofpexglle and situations: temporal,
geographical, organizational, institutional andnpat the ease of which boundaries are
drawn of what the researcher is studying. The rebea concentrates on a particular
institution and interest to know how things workthim, or on the outcome of what
people see (Gall, Gall and Borg, 2003, p. 18). fdse=archer wants to cover contextual

issues, a common view in case studies (Best and,K&86, p. 93).

4.4.1 Limitations of the semi-structured interview

A semi-structured interview question stands as ohdhe most popularly used in
qualitative research, but it also has some linategj which | have to acknowledge in this
study. Firstly, in cases where the participants raoe expressing themselves in their
mother tongue, it makes it difficult for the resghaar to get the information (Creswell,

2005). The main purpose of the interview is to gathata from the interviewee and when
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they face difficulties in expressing themselvestather renders the data doubtful and
unreliable. Secondly, participants might not hauesttin the researcher. It creates fear
and certain information might not be revealed. Tibathose to whom confidentiality and

anonymity is important, may feel uneasy and intewéd.

Gall, Gall and Borg (2003) posit that data colldci®m the interview is time consuming
to analyze and the number of participants are swiadin compared to a survey. Although
there are some limitations to the semi-structurgdrview, it was appropriate for my
research as it contributed to the understandinth@fperceptions of the principals and

teachers in the various schools in the Jyvaskyléicipality.

4.4.2 Interview

Creswell, (2003); Newell (1996); Yin (2003) deserian interview as an oral asking of
questions by the interviewer and oral responsethbyparticipant or a selected group:
Asking and answering of questions by the researahdrthe participant(s) [responses]
(Gall, Gall and Borg 2003, p. 222). The responseseither recorded by the interviewer
or videotaped. In this research, the interview veasrded with the use of a tape recorder.
| identified the key informants of the study whoe aknowledgeable on the issues
researched.

Participants discuss their interpretation of theldvand look at it from their own point of

view. The aim of the interview is to collect datardugh verbal communication or
through interpersonal communication between indiald or a group. Given the
advantages of interviewing, both can be used fersindy, but | used only the interview.
The advantages of the interview abound. Peoplenare willing to talk than to write, the

secure relationship between the interviewee andabearcher, certain information might
be gained from an interview that an individual witit be willing to put down on paper
(Best and Kahn, 1986, p. 187). The advantages tafirobg a lot of information beneath

the surface level are high through a semi-strudtureerview question.

Creswell (2005) posits that an interviewer can abgolain more explicitly what he /she is
interested in or wants. If the interviewee misiptets the questions, the interviewer will
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clarify them directly. Moreover, the informationaththe interviewee is giving can be
evaluated directly whether it is sincere or nofadechecking the trustworthiness of the
response and from the experience the interviewstinsulated to explore unanticipated
areas in the original plan (Gall, Gall and Borg 200Gall and Borg (1989); Best and
Kahn, (1986); and Creswell (2005) argue that tlaeecthree main types of interview: the
standardized or structured, semi-standardized ammistandardized. A standardized
interview is one where the wording and the questitructure is asked from one
interviewee to another without changing the striesta semi standardized is one where
the interviewer asks all the interviewees the samagr questions, uses the same list to
guide him or her but asks questions freely as hghed, sensibly and even joins the
conversation to find out what they think about theic. In a non-standardized interview
the interviewer just has a list of topics he/shatwdo discuss with the respondent, free to
phrase the questions as he/she wants, asking guesti any order that seems sensible
for the topic at that time and even joins the cosaton to talk about what is the

respondents’ perception about the topic (Fieldir896, p. 136).

As for this study, | used the semi-structured wiaw questions, because it suited my
research best and | “guided the conversation” difigl 1996, p. 136). It is also easy to
design and the respondents led the conversatioithwh a routine in the social life
research and education. Probing is common insemsi-structured interview. It clarifies
unclear questions to the interviewee and also pthdenformation about the subject is
accessible (Best and Kahn, 1986).

Fielding (1996, p.137) describes the typology ofiaterview based on the degree of
standardization; nevertheless there are two typesterview either carried out one—to
one or in a group. The first type of interview isokvn as an individual interview while
the latter interview is also called the “focus grbinterview (Creswell, 2005, p. 215). At
times the interview is guided by group leaders agritve small group in the focus group.
Interviewing in research has some advantages.alblea respondents to talk freely and
without much emotion, rendering authentic informati rich depth and honesty about
their experience. In my research no leader guitledrtterview in the focus group. Under

the concept of an interview we have qualitative gondntitative methods. For the purpose
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of this study | used the qualitative method, as less formal, it interprets and describes a
specific situation and action sequences, and tieeviewer can probe (Creswell, 2005, p.
218). It guided me in building an understanding wbthe principals’ and teachers’
perception of teacher leadership and the situatioa particular context like the four

upper secondary schools in Jyvaskyla.

4.5 Research design

A research design simply depicts the developmeagiest of the research. It starts from the
research topic, research sample, data collectiocepgure and techniques to analyze the
data (Creswell, 2005; Gall, Gall and Borg, 2003).

Focus of the study
An exploration of principals’ and teachers’ peréeps about teache
leadership in four senior high schools in Jyvaskilaland

=

A 4

Theoretical background
Leadership & management
Background of the study
Principalc and teachers in Finla

A 4

Data sources
International literature
Interviews with principals

Interviews with teacher

A 4
Data analysis
Content analysis (thematic
analysis)

A\ 4

Findings and conclusion

Figure 5 Research design
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4.6 Procedure for the selection of the participants

| never used any complicated procedure to selecpdrticipants in the research except
the principals who were chosen because of theitipnsn school. The principals asked
the teachers who would be free to take part inrg¢search. Although most of the teachers
were females (in school A, 4 females and 1 malescimool B, 2 females and 1 male; in
school C, 3 females and 1 male; and in school DBerBafes and 1 male. All the 4
principals were males), so there was at least omle teacher in the entire focus group
interviews. The principals were all males. As dked knowledge about schools in the
municipalities, | explained the type of schoolsisked to use in my research to the staffs
at the Institute of Educational Leadership with engnced teachers and principals, and
they carried out the selection of the schools. ghalification was also a relevant issue
but all the teachers teaching in the high schoaleta master’s degree in the subject with
studies of pedagogy. The principal with the leagtegience had been in office eight
years, while the principal with the longest expece had about thirty-five years of
service behind him. The least experienced teacheérworked for four years, while the

rest had served above ten years.

| used the non probability and convenience samplorgthe principals and teachers
respectively (Miles and Huberman, 1994, p. 28). &pMManion and Morrison (2007, p.
13), suggesting that convenience sampling is usedht participants available for the
interview. Cohen et al (2007) argue that it is stmes called ‘accidental, opportunity
sampling, involving or choosing the nearest indinal$ to serve as the respondents (ibid,
p. 13). | needed the most available and accessgialehers at the time. | could have
applied another sampling method, but the teachene w80 busy that the principals
checked which teachers were free within a partrciae, for example with an hour wait

before their next lesson to start, and whether toeyd take part in the research.

Although | had plans concerning those who wereattigipate in the research, it was hard
for them to work because | needed to use the saatgland. | wished to ensure having

qualified teachers and principals with at least tyears of experience, and with both
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genders represented. This could give me a bettratanding of what has been going on

in the system in all the four high schools.

In the interview process, sometimes if the intemde is not careful, he or she can
dominate the interview process and lead the intgree with leading questions (Borg and
Gall, 1989, p. 463). It was for me to be cautiond & know that the interview was for
the participants to gradually give me their perimeps of what they think without me

leading them on what to say with the emotional toheny voice (Cohen, Manion and

Morrison, 2007; Creswell, 2003).

4.7 Ethical procedures adopted for the study

As a researcher, | needed to obsdheeacademic protocol that exists in academic dield
and in educational leadership. To be explicit alimw | adopted the ethical procedure, |
am aware that | am not the only one to carry osgaech in this municipality and as an
international student. | therefore needed to estalzind retain a good synergy with the
University of Jyvaskyld and the research participdall, Gall and Borg, 2003). As a
student conducting research, | was to observedbepéed protocol for research projects
in the community. As a matter of fact, | was clahout the type of study | would be
carrying out, the aims, the practical applicabjlitye design and the selected participants
for the study (Borg and Gall, 1989, p. 87). | gudeed the privacy and confidentiality of
the respondents’ information would be respectedsd told them how the findings would
be publicized. Being explicit in your researchiethlike this clears your participants

from doubts and convinces them that you are competecarrying out the research.

Access to participants, collaborators and the intesiew process

The participants in my research were principals tmadhers. My research liaison from
the Institute of Educational Leadership informednthabout my purpose of the study for
them to be aware of what the study is all aboutll{&all and Borg, 2003). Creswell

(2005, p. 209) suggests that in gaining acceskasite “you should use gatekeepers or
individuals who usually have an insider’'s statudhet site of the researcher’s plan to

study.” These individuals can be principals, teash& a group of leaders. So, the
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implication of taking part in the study was alsearito them. In the course of carrying out
the interview too, | made it clear to the particitmthat their information would be
confidential, anonymous and their rights in the rseuof the interview would be
respected. One of their rights was to decide natotdinue in the interview process if |
would be infringing into their privacy. | never chany legal document issued from

anywhere as in many research procedures.

I would like to specify here that it would have hempossible even at this time for me to
conduct this research because of the mergers adywéskyla municipality with many
other smaller municipalities. This rendered the@pals and teachers busy. But with the
help of my advisors from the Institute of Educasibheadership, who made several calls
and sent emails to the principals, acting diploozdly for them to give me an opportunity
to conduct the interview. Gall, Gall and Borg (2DP@fescribe such people who help
researchers gain access as using expertise arattdnhtvas easier for the respondents to
listen to them because they have all served insdmae capacity as principals before
moving to the University. That was how | got tleeess to the principals. The principals

then negotiated with the teachers for them to paltéin the research in their free hours.

Other collaborators who helped in the interviewgeiss were English teachers. In most of
the schools that | went to, especially in schodiere | successfully did the focus group
interview, there were three female teachers wherpnéted some interview questions to
their fellow colleagues properly in Finnish, espdgi with the questions that were not
clear to them. On the other hand, some answerdgnimsh and the English teachers
translated them into English for me. In the threeus group interviews that | conducted
in the three schools, | would say that maybe it wasdroke of luck that | had excellent
English teachers who voluntarily helped in transttinto Finnish some of the words

which the participants could not express in Englistvas a wonderful experience.

In school A, the principal was not well versed witle English language. Fortunately |
had an English teacher who translated some questiod responses. In the focus group

interview in school A, B and D, there were Engligachers who participated in the
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interview and did these translations for me. | gy believe that they were well
translated on both sides.

Voluntary participation in my research

The participants-to-be in my research were inforrabdut it by my research liaisons.
After that | prepared an email that | sent to ladl principals to confirm what my research
liaisons told them. After my first email, two pripals never replied. | contacted my
research liaison who called them again and propds¢es for the interview. This was
how the principals’ voluntary participation in thetudy was achieved, and later they

recruited the teachers to also partake in the relsealuntarily and so did they do.

Confidentiality of data, anonymity and safety of paticipants

Although | do not know what my research liaisonigl ttve participants, in my emails to
inform them about my research | made the confidétytj privacy and anonymity of their
information very explicit. When | went for the imgew, | told them that the information
would not be disclosed for other than the purpdsayresearch. Also, if | might have to
disclose it, | would need their consent. | assutkdm about the confidentiality,
anonymity and privacy of the information and foertto feel safe without fear about the
use of names for the interview (Creswell, 200530). As it would be possible to read
this research at the Jyvaskyld University Libraithex electronically or otherwise, the
names of participants and schools will not be ifiedt (Borg and Gall, 1989). Thus |
coded the schools as A, B, C and D. Borg and GaB9) also suggest that names could
be substituted with other names to avoid individn&kasion and privacy. This was to
make the participants earn respect for their aeitdormation that might not be released
to anyone. Sensitivity and cultural differenceseftain information in Jyvaskyla maybe
would not be disclosed to the public (ibid). It was to me to ensure that all the data

collected is used only for the purpose of this gtud

In the interview process, | ensured that all thestjons asked were focused on my

research questions. The participants were madeetdHat their privacy was not invaded.
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In my capacity as a researcher, | ensured thatp#récipants fully understood the
implication of the research and that no emotiopaychological or professional blemish
existed.

As a procedure in the social and human sciencesewjoal need the participants to sign
the interview consent form, when | informed thenowabmy research and procedures
needed to gain access like in many contexts, thelthere was no need for it. “I have
decided to take part in the interview process ahdther there is the form or not, it does
not make any difference”, said one principal. Tlsgyd it would remain a matter of
confidence and trust. Another principal invited mi@ his school and we talked about the
process and what | wanted. He also said, “Then® iseed for me to follow that protocol
of signing papers.” He even asked me if | had gough participants for the research, if
not, then he would help me provide more princip@lge other two principals invited me
directly for the interview after a long process ahey also never talked about the
interview consent form any longer. One thing thapgened during this field work was
that most principals were very busy and never whittewaste any additional time like
signing of the papers. The principals also hadt irusny research liaisons, sbat they
considered all the information provided to thenbédtrue to the best of their knowledge.

Cultural considerations

A country like Finland that has a unique language eulture is challenging to me who
comes from a different culture. Starting from whka interview questions were drafted,
there were some questions, which were ambiguotieifinnish context. When | showed
them to some faculty members, considering thahef/twere placed to take part in the
interview, how they would respond to these questidiney did not understand and said,
“I don’t understand”: there is no answer. Theseesamerview questions were reviewed
by an American professor, who confirmed them angegae the go ahead. This is an
evidence of cultural differences in how we perceivings. | chose the Finnish
respondents’ judgement over the American profeasor mine because they are better

placed to understand how their compatriots wowd atisunderstand such questions.
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An interview question that can be used in the Whi&ates of America and Cameroon
might not fit the Finnish context. Coming from dfelient cultural background, | had to
take a lot of precaution not to infringe on thep@sdents’ culture. | decided to respect the
respondents trying to address the interview as dane in their own culture and used
straight forward language for the interview quassioFrom my point of view, | thought it
would make them feel that | was interested in kmgaabout the issues. This helped me

to reshape the interview questions again.

4.8 Data collection and analysis

The only sources of my data as mentioned earlemaerviews (Gall et al 2005, p. 328).

The principals and teachers provided the datadrctiurse of the interview.

The data in itself is not knowledge. It is the waoika researcher at this stage to generate
knowledge from the data gathered. There are mamyr@mmes used to analyze the data
in qualitative research in educational leadersBig, it is up to the researcher to identify
the one that best suits his or her research. Ferésearch, | decided to use the content
analysis approach to transform the verbal intervia® meaningful findings. Patton
(2002, p. 383) argues that the use of a tape recai@ks not eliminate the need for taking
notes. Recording is never without fallibility, so ibe sure and careful, | decided to take

down some notes as a means to back up the tapeedadaterview.

4.8.1 Conducting the interview

Cohen et al (2007) argue that there are many ietermethods used in qualitative
research. One of the interview methods isftiais group interview, theelephone and
individual interview. The focus group can take plan a face-to-face conversation. In
this research, | employed the focus group interviemthe teachers in three schools and
the individual interview for four teachers in one schobhe focus group interview was
planned for all schools but unfortunately it wag possible for me to have all teachers

for a focus group interview and as | was given ¢ipgion to carry out the individual
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interview, | decided do it. It was really beyond rgntrol to bring the teachers together
for a focus group interview in the one school. Thaxf the principals were very
successful. The principals could plan their timethe interview since they do not mostly

teach like teachers who have to teach from oneat¢b@nother.

All the interviews were conducted in English angetd recorded. Tape recording is
considered to be appropriate for the raw data mdaoting a qualitative research. In my
emails that | sent to the principals, it was cl#at | would be going to carry out an
interview with them that would be recorded. Also mggearch liaison sent an email
explaining that | would carry out an interview foi research. As one way of conducting
the semi-structured interview, | did a lot of clea@tion and probing to get more

information, in the course of the interview.

4.8.2 Data transcription

Fielding, (1996, p. 146) posits that the choicehi@ transcription of the data is to select
the information that is relevant to the researchtoomrite down everything that the
respondents said; “the choice between verbatim seldctive transcription.” It is
important to note that all information in the intiew might not be useful for the research.
Hence, caution must be taken in transcribing theruew as all that took place might not
be useful.

| completed the first transcriptions of the firbrde interviews after three weeks. The
respondents’ words were the basic form of the (dikes and Huberman, 1994. p. 51). |
listened to the audiotape interviews several titngsheck if the information was accurate
with the transcribed data (Patton, 2002, p. 58js T my first experience in doing such a
job, and | was very careful about it and learnirsy aa process. There were a few
adjustments that were corrected. It took a loiroétnevertheless, but | also needed to do
that in order to familiarize myself with the daget.one point, it became my radio and my
neighbour was laughing at me simply because Inesddo it every day. | started figuring
out the themes that emerged by listening and drestribed text that | read and printed

out.



69

4.8.3 Data reduction

Miles and Huberman (1994, p. 10) suggest that ataction is “the process of selecting,
simplifying, focusing, abstracting and transformihgt data that appear written down in
field notes or the transcription.” | decided tosd#y the data into two major categories:
leadership and management. All useful informaticas wlassified into these categories
under the two major headings. | reflected on wherelace what but the literature
provided a basis and personal intuition also guidedo think and classify them. | used a
table to clarify the most important transcribedad&r any reader. The data of the
teachers were considered to be a discrete entaytof® 2002), while those of the
principals were also classified as a discrete ehittase the analysis by bringing out the
similarities and a few differences. The strengthtloé qualitative paradigm is the
approach of data analysis and the driving factmsuighout the data.

4.8.4 Data analysis strategies

Transcribing the interview does not make the enthefresearch. The transcribed data
needs to become useful in the academic field foerstto understand how you conducted
the research. How did | generate new knowledgm fifee transcribed interview? Cohen,
Manion and Morrison (2000) and Patton (2002) sugtped the data should generate new
knowledge in the field. There are many ways of ynaf the data to create new
knowledge. For the purpose of my research, | decidechoose the content analysis
approach (Miles and Huberman, 1994; Patton, 20@a), Gall and Borg, 2007;
Creswell, 2007; Borg and Gall, 1989). Content asialgtands as one of the best methods
used to analyze interviews with emerging themesraadrring themes that other methods
lack (Yin, 2003; Miles and Huberman, 1994) and esras one of the best ways to
analyze personal data.

Cohen et al (2007, p. 475) defined content analgsisa way of analyzing data and
categorizing them into a meaningful text. Since da¢a are too abundant, the content
analysis method tries to reduce the text to fewdsan different categories. Insch, Moore
and Murphy (1997) describe content analysis as thadethat eases the examination of

oral and written communication as it gives richestaidl, keeps the information
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contextualised, and facilitates the developmergrotinded theory. The aim is to reduce
the text into small and constructive areas derifredn the data. Texts are written
communication that can be interpreted and undeistpoother people apart from the
analyst. Creswell (2005; 2003) argues that onehefmhost commonly used methods in
analyzing qualitative data is through content asialyWith this, emerging themes are
identified from the interview. Macdonald and Tipt¢h993; p. 197) argue that the

importance of a topic is measured by the numbénas it is mentioned.

The data from the principals are analyzed togettwije those of the teachers are
analyzed as their own entity. The data analysis ishapter five. After classifying the

data into two major categories at step one (lpufes 6 for principals and figure 7 for
teachers ), | went on to step two (Il), (figurefo8principals and 9 for the teachers) and
reduced and regrouped the categories into otheorncagegories for both teachers and
principals ( figure 10). This was done to avoidwedancy. The table displays similarities
and a few differences. The figures clearly showdata and from this point, | continued

with the analysis.

4.8.5 Data display

Miles and Huberman (1994, p. 11) suggest that th@a dliisplay is a summary and
assembled information that shows the themes thargamfrom the interview. The
inclusion of the excerpts in the results rendergla source of the information. Patton
(2002) argues that a “good description takes tlaglee into the setting described” (p.
437). The displayed data can be found on the regegpin figures 6, 7, 8, 9 and 10.



71

5 Data analysis

5.1 Introduction

This chapter deals with the categorized data and daalysis from the interviews I
obtained from the fieldwork. The data are displayedhe figures below. The analysis
will be made from the recurring themes that emefgeah the transcribed data, both from

the principals’ and the teachers’ perceptions afler leadership in their schools

Management Leadership
Budgeting Collaboration
Planning Care
Shared management Team
Networking Trust
Competent Empowerment
High expectation Coaching
Advertising the school Capacity building
Answering of calls Voting and participation
Organizing Courses while at service
Division of labour Support
Meetings out of school Mentoring
Bureaucracy Information and networking
Communication: municipality and Facts
school
Directing Massive involvement
Managing Acknowledge differences in human
Serviceable to people Explain concretely
Instructing Consider new ideas for your job
Directing sometimes In service education
Marketing Bring change
Mentor
Coaching
Network
Work in and outside the school
Time
Communication
Help
Friendly
Elements identified impeding managemeadtlaadership by principals
Resources
Outdoor dénns
Conflict angpsubjects
Competition
Political a&ons
Teacherstde&aunior




Figure 6 Step I. Principals’ data categorized and idplayed

Management Leadership
Recommendations for budgeting Collaboration
Classroom management Sharing ideas with colleagues
Position Follow up students
Extra work Working in teams
Experience Empowerment
Normal daily life of teaching Trust
Accept differences in students Expertise
Suggestions Teaching
Delegation Consultation
Extra curricular activities Caring
Openness of the administration Honesty
We are equal Peer advice
Love

Meetings out of the school
Time needed to many things
Teach with new methods
Listen and have good sense of humo(
Communication
Capacity building
Empathy
Leading students
Democracy
No heads of departments
Meeting with other colleagues/subject
teachers within the municipality
Work toward a goal
Think new ways
Lead with arexample

Elements impeding management and leadership idenid by teachers

Not recognized by the formal authorities as leaders

Inadequate resources

No time for certain issues

Too much based on the principal (position)

Merging of the municipality

)

Figure 7 Step |. Teachers’ data categorized and ditayed
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Management Leadership
Shared management Collaboration
Planning, organizing and budgeting Support
Competent and high expectation Participation
Work in and outside the school Empowerment
Chummy Trust

Teamwork

Short courses

Mentoring and coaching
Networking and sharing personal
information

Figure 8 Step Il. Principals’ data reduced into caggories to avoid redundancy

Management Leadership
Experience Collaboration
Recommendations Caring and Consultation
Extra curricular activities Democratic (decisionkimay)
Bureaucracy Expertise
Managing the classroom Trust and honesty
Expertise Empowerment
Teaching
Teamwork
Independence and autonomy of teachers

Figure 9 Step Il. Teachers’ data reduced into categries to avoid redundancy

5.1.1 Figure 10 Commonalities from figures 8 and 9 in steps Il

This is what will be used for discussion in the theixapter six. Although | have reduced
the categories, some of the elements are embeddkd reduced categories and are used
in the analysis. The data also shows that leagemdtiminates in the four schools. The
codes | stands for leadership and m stands for gaanent as shown in figure 10.
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Principals Teachers

Management (m) and leadership (1) Management (m) ahleadership (1)
Trust () Trust ()
Teamwork (M, [Teamwork (N,
Empowerment (Empowerment )
Collaboration (I) Collaboration m(l)
Participatory () Democratic ()]
Professional development () Qayabuilding {
Support (h Care 0]

Figure 10 Commonalities from figures 8 and 9 in stes ||

The interview acted as the main source of datdHhigrstudy. Using the semi-structured
questions in the interviews was to allow the teexhend principals to express their
perception about teacher leadership without udiegjargon “teacher leadership” in the
interviews. It was for them to tell about their exences and in their own words. |
wished to gain insights of their understandings jrratttice of leadership in their schools.
There were four research questions for the study tary are presented below. The

analysis will be made following the research questil, 2, 3 and 4.

1) What is the relationship among the teachersaamoihg the teachers and the principals?
2) What opportunities do teachers and principaleHar professional development?

3) What kind of experiences do teachers and prakgipave about decision making?
4) What kind of leadership changes have taken platieeir school system in respect to

reforms in recent years?

From the transcripts of the interview data, thdof@ing reoccurring themes emerged as
common themes perceived in all the schools by timeipals and the teachers. They were
both management and leadership attributes. Thegysagalill be made in two parts. That
of the principals will be part | and that of thadbers will be part II. | will start with that
of the principals, then followed by that of thedkears. The information in the analysis is

derived from my respondents.
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Part |

5.2 Principals’ answers to the research questions

Question1  What is the relationship among thehtemcand among the teachers
and the principals?

5.2.1 Collaboration

The respondents’ perceived the relationship ameaghters and among teachers and
principals to be collaborative. Principals belietleat collaboration is the key for
leadership success. Collaborative leadership waseped to be prevailing in their
schools between the teachers and principals. Trseyiss formally and informally. It is
common for the principals to talk with staff duribgeaks and during lunch. The teachers
also discuss among themselves providing help th etlter in a collaborative way. Staff
are involved in many school activities which britttem together all the time. The
respondent of school B said, “One of such issuesiwhrings teachers together is the
meeting held every Monday.” In school A, the reggent said the staff are involved in
planning the wiring and electrification of theirmduilding. They commonly share ideas
and discuss about how their new venue could belojlge@. The groups in the schools,
which were referred to, are arenas where teacHeselg cooperate as colleagues. In

these groups they commonly do things together hateshe burden.

“Another area where teachers and principals doabolate is when I'm sometimes
involved is the subject meetings,” said the respohaf school A. The various subject
teachers collaborate on how to improve their sutlijat without telling each other how to
teach. Every teacher is allowed to do what he erwants in his or her lessons. The
respondents described this collaboration at schapieng teachers and principals as
“very good” collaboration. Almost all the respontieteach for a few hours every week
although they are principals, only one respondaiat se is no longer teaching because of
his job but then he collaborates with teachers mnynother ways. The principals
considered the relationship among teachers and gutgathers and the principal to be

friendly. Friendliness was used here to indicat ¢bngeniality of their relationships.
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They look at each other as professionals and @@t other with respect and as equals.
They meet outside the school and discuss freelthowt looking at the teachers as
subordinates but as equals. The respondents atseiyee that they have a relationship

which is informal with teachers, with no one lodkiat each other with malaise.

5.2.2 Support

A respondent perceived their relationship amonghees and the principal to be
supportive to the teachers, students and the fasieovorkers at school. These groups
need support in many ways. Students who are lomedyl support and with the recent
shootings in Finland, more emphasis has been laidupporting students in order to
prevent future incidents. The respondent of schdaid “Another support was for
students to know that they have to study and degpmg in class since most of them use

the internet over night and cannot study and dio #ssignments.”

All the respondents talked about many social probldike divorce and suicide in
Finland. The divorce rate is high, which makesfdmily lives of many children unstable
and unhappy. The principals of school A and B céedexample of some parents who
cannot give cash to their children and so they wantork to have money. Students who
come from such homes with social problems need wtiggnd motivation from the
teachers, nurses, guardian counsellors and theipain“We try to identify students with
a learning disability for extra lessons and if néed to request more resources from the

municipality to hire some teachers,” said the resiemt of school D.

According to the respondent of school B, “I havedmallocation of time to talk to each
teacher every year about two hours on their prilige professional development and if
they have problems that require help.” The supgods not end only at the level of the
students but reaches to teachers as well.

Many of the respondents also perceived supportudiesits as coming from teachers and
among teachers. Teachers are the professionals isdmiify students with learning
problems, after which they talk with the guardiasumsellors, the psychologist and
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inform the parents if need be. The idea of supontidely perceived as a responsibility
of both teachers and principals according to mgrimfants. After the two shootings in
Finland, the idea of support was reinforced inte flanctions of the teachers and
principals. “Don’t say that this is not my studémstcause the student is not in your class,
it remains the responsibility of all to support thellbeing of the students in general,” the

respondents of schools A and B said.

5.2.3 Empowerment

The respondents commonly perceived that the relstip between teachers and the
principal is more like one of colleagues. The resfamts emphasized that teachers are
specialists in their subjects and thus, they malgt their decisions for their subject. They
described the process of empowering teachers auihées empowering each other as
they talk to each other, respecting the rightsvarg teacher as an individual and as an
expert. They also need to talk with them, allownthi® do things on their own without
forcing them. When you empower teachers, it is ijptsdor them to take a risk in
researching and trying new ways of doing thingse @spondent also said, “You also
need to provide the resources,” and that the teach@l be inspired when they feel
empowered rather than forcing them to do thingsnatjgheir will.

According to the respondents, teachers make tleetsmt of the textbooks which were
(involvement in curriculum) to be used in theirldieprepare materials for their lessons
without the principal checking them whether theg good or bad, the principals don’'t go
behind the teachers to see how they teach. Anotispondent cited an example saying,
“Teachers involvement in decision making and takihgir opinion into consideration
makes them feel empowered.” The teachers do wihgttthink is good for the students
and their profession. The fact that many do take ipathe recruitment of new teachers
makes them feel empowered. One respondent saigdlobers commonly think and say
in their minds, “We are part of leadership in tBhool.” In many cases teachers take

decisions concerning their lessons without teltimg principals or tell them later.
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5.2.4 Trust

Another common theme raised by the respondentsthnasleadership among teachers
and the principal was perceived to be about tiasncipals believe that teachers are
qualified with their Master's degree and can dartf@b without any intervention. As

experts in the field, they know what to do and wisatexpected of a teacher. One
respondent said, “Considering that they are expertbe field, we trust and give them

space to do their work but | always listen to thiénhey have problems. Moreover, the
teachers decide their way of organizing their @as# is in rare cases that you question

what they do.”

Another respondent cited an example of a teacher tebk a decision without his
consent and told him afterwards. According to hihere was a student who absented
from the lessons six times more than the maximuceted by the law, but the teacher
still admitted the student in the class and told gnincipal that it was better for the
society to admit the student in the class than lmktaying away from school. The
teacher told the principal, “We will give extra @gsnents to the student”, and the
principal said, “I never hesitated the decision &rdme it is because | have trust in the

teachers that they know their work.”

Question 2 What opportunities do teachers andipafs have for professional

development?

5.2.5 Mentoring and coaching

The respondents shared a common perception of thbgtare doing in their schools,
considering itmentoring and coaching. As part of their duty thegd to act like mentors
to teachers and students. Teachers believed thgtate mentors and experts in their
fields such that you cannot actually mentor theredadiy and it is never done formally.
One respondent said, “When we have a new teachey yau try to tell him or her during
informal discussion how we do things here. Thishis same thing we do even to new
students whom we never knew. But most often thanv@oknow a vast majority of our

students.” To the respondents, what they meanthaasthey behave in their schools that
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form a unique culture. During this mentoring pragegu try to convey the vision of the
school to the teacher. Nevertheless, in staff mgetithat they will subsequently be

attending, they too would be taking part in buigthe vision of the school.

Coaching was equated to teachers’ practice of ii@gynecessary advice where and
when needed. It was supported by the teams thstt iexall the schools. In this vein, they
share ideas, supporting each other and encourdgarging among them. Teachers
indirectly coach each other during this process @mtipals also support the process of
coaching by providing the possibility for them tavie a common task to do. During this

process, they talk about other things as well dpamt the task given.

Here no clear example was given to further elueidhis point, but it is more about
collaborating among the teachers without any impgpsr telling the other what to do but
sharing ideas during the teamwork and subject mgti

5.2.6 Networking and sharing personal information

The informants talked about reading the newspapeegjazines, and adverts to keep
themselves updated on the events around and alkootw if there are free or more

cheaper courses offered somewhere by any orgasmzdathrough such information, the

leader is versed with the latest developments enfidld of education and leadership.
There are many students who want to go out of Rthta take a few courses, for example
in the United States of America, China, Denmarke&w and the United Kingdom, so
through the information, you can discuss later wathchers and students to know if they
are interested in such opportunities. This is whatprincipals of school B and D said.

Teachers are willing to go for courses but needapie courses and prefer those in
summer, when they are on holiday from school. Haehers and the principals all check
if there are any courses that might be of helplitoTae principal of school B said that

when they see courses that are cheap and are negddldthe teachers, they commonly
do them together to reduce the cost, while those dine for individual teachers are

followed up by an individual teacher later.
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They also described the networking with many ofedools in China, th&nited States
of America and Finland. The students do coursesm@ithrough this network especially
in languages wherthey have few students. Also through this netwdhk, principal of
one school said his students went to Burkina Faesoesthey have a corporation
agreement with one school there. The principalabfosl A said his students do take
courses from other schools here in Finland in enfof “online.” That keeps the students

happy and using the information technology in leagn

5.2.7 Short courses while at service

Respondents said teachers staying in school fas yeighout going out to learn what is
new in both the matriculation examinations andgthieject they teach keeps the teachers
in an old-fashioned system. Teachers and principalst always go in for some in-
service training either at the university or cosregganized by the Ministry of Education.
The municipality provides funding for these courbasit is not enough for it is about 80
euros for each teacher a year. Sometimes the coargein Helsinki and the cost of
travelling to and from is not covered by that maneyd paying a hotel becomes another
problem, shifting the cost to the teachers. Butmtiey are in Jyvaskyla, the burden is
not felt as they live here and can always livehatrthomes to go for the courses.

This in-service education was meant to also indicptofessional development of
teachers. As said by all my informants, teachersstiyogo in for professional
development courses but, there is inadequate timderesources for that, which finally

results in many not participating.

Question 3) What kind of experiences do teacheds @incipals hae about decision

making?

5.2.8 Participation

A common understanding in the respondents’ peroepbout decision making in their
school by teachers was that it was participatody @mocratic. The respondents said the

way schools are run today in Finland is very demtcr The respondents of schools B,
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C, and D said, “It is in rare cases that you takeisions without the consent of the
others.” Most of the things are discussed formalig informally and if a consensus is not
reached, then you go on “for a vote especiallyenegal staff meetings.” People express
their feelings and thinking on what and how a pattr project could be carried out.
When an agreement is not reached, then the rergaimtion is to go for voting.
“Teachers raise up their hands and we count thebatsrand see the highest,” said the
respondent of school C. In this way teachers fapblg and motivated for taking part in
issues concerning the school. The respondent imos&h said the schedule produced for
the invigilation of the matriculation examinatioachnot been good, so they decided to
give their opinion on how it should be arrangee time, date, and how many hours each
teacher has to come for the invigilation. The pgyétion in this decision was positive

and it left all teachers happy.

The decisions in schools today require the invoketmof both teachers and students
which was not the case. You need many people irptbeess to have many views and
think of which view is the best for the commungyidents and teachers. The principal of
school B said, “It is only in a few things like hibaissues that the student body of this

school is not allowed to be represented.”

Decisions like the recruitment of the teachers meele with the help of the subject
teachers selecting the applicants on the basitef tlocuments and sometimes bring
them in for the interview but, the principals make final decision on who is recruited.
This was what the principal of school B said, “Wheea needed one teacher last time,
about four applied and they are all good, afterititerview, you employ just one, how do
you tell the others that they are not selectedas$a principal, you have to learn how to
pass through bad messages positively in a consteuetly so that people don’t get hurt
or feel depressed. This is something no teachémaiht to do and as such you need to
hold your job as a leader but the selection prosessdone by the teachers and me as the

principal.”

Time is needed for good decisions to be made. WWbermake hasty decisions, you risk

coming back to it again. The experiences from tiecpals are that most decisions need
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time as from when schools became autonomous. Thayefly hurried in making
decisions but today, they know that decision maketgires preparation. An example of
such hasty and unsuccessful decisions was the fisefaymation communication
technology (ICT) in teaching agreed by all teacHsuts many do not use it. Teachers
never used the information communication technol@Gy) because many never had the
training in how to use it. Another example was thenpaign against smoking but many
did not go out to carry out the campaign. Thoseeveamme of the unsuccessful decisions
the respondents considered to be unfruitful.

Facts are also needed in decision making, said nformants of schools D and C,
“People believe in facts today rather than emptydsdefore you make anything in the
school.” You need to have facts and give a vivighlamation on why you think this
decision might be the best for the school. Oneardent said, “You don’t need to have
empty words when you are making a decision. Yogument should be based on clear
facts for everyone to see what you mean. Teachetgancipals must bring out clear
evidence if your opinion is to be taken, you needniake it very clear and if possible
explain.” Teachers are expected to provide faatafything that they hope for though in
many occasions they are always given chances tihitrgs but when you want to either
influence a decision, you need some facts for metigpbe able to access your point if that
makes more sense.

Question 4) What kind of leadership changes hakentplace in their school system in
respect to reforms in recent years?

5.2.9 Leading

According to the respondents leadership emergeginnish schools around the 1990s
which has changed the way principals and teachses to operate. “Today, Finnish

schools talk more of leadership and not manageimgait all the respondents of the four
schools. | asked them further what has changetiaim job over the years in terms of
leadership. All the respondents cited examplesf é®w they used to perform their job,

especially the oldest in service. The respondergcbbol C said, “I was there to read
instructions from the government and interpret therthe teachers and neither could | do
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anything of my own nor coulthe teachers.” The principal of school A said ozecher
asked him why they did things like this and he iegpl“Read this, this is what the
government legislature says.” This was when teacaed principals were not allowed to
take any leadership role at school but when thalgsiged around the 1990s, it affected
both the teachers and principals. “I started pegmcgiteachers as semi leaders who also
have marvellous ideas and that is true from my tstdeding in this school.” “My job
moved from being a manager to more of a leadead imdependent while teachers too

were very independent,” said the informant of s¢i#oo

They also said the job was not challenging andai wimilar every day. There was more
budget allocation for the schools in the past tteatay. The principal of school A said,
“Schools in the municipalities are competing foe tlesources with each other nowadays,
as a principal, you need to advertise and fightyar school and have many students to
have more resources.” This is something very newimmish schools and you cannot do
it alone, hence the expertise of the teachers betaghly solicited. The principal’s job is

multifaceted and highly demanding as comparedd@#st.

Another change was at the decision making level Hzs earlier been discussed in
guestion 3 above. The respondent of school C $aid,are able to make decisions in our
schools without consulting anybody. The laws aitetbere but they are so common that
when you deal with teachers and students, you tedxuling out a clear argument for

anything that you want to do for them to be congahthat a principal is not a stupid man;
he is still a wise person and this is what manyngyf colleagues face as a challenge,
bringing out a clear argument for anything you wiantlo. Teachers, too, bring out their
logical and focal argument to suggest what thegkthwvould be good for the school and

for their subjects.”

The idea of listening is also new at school. It wasimonly said by the respondents that
principals were not listening to anybody but toda@yincipals listen to everybody:

teachers, students, janitors and stakeholders. Taeynunicate with teachers, students
and the community in a two-fold way, top down amdt®m up. The communication has

eased the way things used to be where you madeisiate alone and informed the
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teachers later or told them what the state haddddabn. Examples of such decisions are
the plans of merging schools in Jyvaskyla whicly tscussed every time to know the

possible changes that might take place.

In the past a good principal was one who could martae school well, but today a good
principal is one who can manage and lead. Leaderishvery important today, more
important than management, the respondents of kcliband B said. Describing their
job today, they talked about working in and outdilde school. One respondent said, ‘I
work mostly outside the school while the vice dtesdaily activities.” Others also said
they do their job in school and outside the schath the politicians of the city council
and education board because they provide resotocéise school. Teachers are looked
upon nowadays as valuable experts and with thig share the leadership of the school
by taking an active role in various teams. Theexdrway of leading a school is through

the teachers which was not the case in the past.

5.2.10 Teamwork at school

The idea of teamwork at schools was described asvaway of leading schools. A
common theme raised by the respondents was tht gheceive leadership to be
teamwork or groups formed in all their schools @lthh the number of teams varies
because of the sizes of the schools. There are teamys in all the fouschools which
help in leading and managing the school. In sonm®as, you have up to nine teams
because of the size while in others you have fitechvis the least. These groups have
different tasks to do. Such groups are eventsnpign syllabus, administration, and
environment among others. These teams are beingpyuhe teachers. They decide on
what to do and how they will do it. The principalerceived that involving teachers in
leadership is a better way to administer the schimoschools B and C the respondents
said, “The only best way to develop the schooloisattively involve every teacher in
school issues by taking part in the teams. Thérags are discussed in a more detailed
way than in general meetings. As the “face” of slshool, we accept ideas and support

teachers, the school benefits from such groupdeathers are empowered.”
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| further asked the respondents why teams in ssRotAs a leader, you can’'t do
everything alone,” was the reply. You need différ@erspectives to make a good
decision. These teams mind map on what might be gmothe school and this eases the
work load of the principals. This is a big changatthas come to many Finnish schools.
Prior to the 1990s, the principals were just thereead out the state decisions but around
the early 1990s, things changed. Schools becanom@ubus and leadership was much
more demanded in schools than ever before andrtheigals were also asked to take

courses in leadership.

The respondents perceived that the various leaghmgps in school have people who can
lead better, but, for one reason or the other atdaaders. Nevertheless through such
ways you can use their ideas and experiences faos@evelopment. One respondent
said, “The time for autocratic rule has passed wbea man acted as a leader. The

leadership today is for everyone, that is why witdhieams in helping me to lead.”

5.2.11 Shared management

The respondents perceived leadership to be shatdeir schools with teachers and vice
principals. The vice does the daily activities whilrincipals concentrate on work outside
the school with politicians and the education bo&de respondent said “the politicians
help me a lot in my job. They provide resourcestfeg running of the school so I'm

always with them asking for more resources sineeetlis competition among schools in

Jyvéskyla.”

As discussed above, this was not the way princippésated earlier. Responsibilities in

schools are now shared by both those in formaliaftdmal leadership positions. The

respondents perceived that management is shar&dtedthers but teachers are more
interested in teaching and taking part in schotivities other than management. This
was not the case in the past, teachers were nolivety in school management but today,
they are becoming involved in the leadership andagament of schools though many
are not interested. The respondent of school B, Skldnagement is considered to be a

hard stuff, many teachers prefer to remain in elssand get involved in other school
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activities like events planning, festivals, schaaml information and communication
technology, professional development, theme dayk sgtiabus but | always take the

decision to swap teachers from one group to therdth

5.2.12 Planning and organizing

One theme raised by the principals was planninthefschool activities. Although the
same wordings were not used, “I set the goals &ategies,” to my understanding, was
meant to explain planning of the courses for batidents and teachers. The respondents
of schools A, B, C and D said, “Some of the thihge are preparing schedules, speeches
for events, and salaries, and this is a changauinab.” Organizing and planning was
considered by the respondents to mean the santg thmmrespondents said “We prepare
the teachers’ salary here in our school and notsthte, they give us the revenue but
everything is done here, which was not the caskdarpast.” The nature of things today is
not stable so that things change and you needfaoninthe teachers as fast as possible.
One respondent said “My red light is on when I'megaring my speeches or when | have
a special visitor like you.”

The principal carries out organizing and planninighvthe help of the vice principal
which in a nutshell is more or less division ofdab which they termed “We divide the
work.” The vice principal receives all calls frornet teachers who are sick and cannot
make it that day at school. The vice then hasfrim the students or make arrangements
for the students to be occupied.

Affiliated to planning and organizing is budgetingn imperative role of the school

principals is to plan the budget of the school.sThiidgeting remains the hardest thing
they do, which scares many teachers from becommgipals. The respondents of

schools B, C and D said “Many teachers don’t appiyen there are vacancies for the
need of principals because they don’t want to lveluwed in this hard task.” It was also

perceived as a common theme that many teachersant to join the economic group

because it is a hard stuff to do. Y#te respondent of school B said “This is what |
normally do with the help of some teachers, thegetidtuff.”
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5.2.13 Competent and high expectation

In school B, the respondent started by telling imeuathe expectation of both the parents
and the community. The community expects a lot fthem as principals in the whole of
Finland. “We as principals are considered to befdéice of the school. Parents send their
children into our schools because they have tmsus and we have to fulfil their
expectations”, said the principals of schools B &dl further asked them what the
students’ expectations are. “Students rely on usdmpetent teachers being recruited for
their academics. We select teachers to teach inscwools and with any bad teacher
recruited, all the blames come onto you. All goad had happenings of the school go on
the principals but | never wanted to carry all tesponsibilities. You as the principal
need to keep the good name of your school and shateveryone is important and can

make it up to the expectation from both the stuslantd the community.”

Leadership was also perceived by another resporidelé about competence. One of
their qualifications for the principals was to bena of a leader and not just a principal
like in the past but as a leader you must be coempeb be able to meet people’s

expectation. It was perceived that one of the memsehy the students come into their
office is because they know that as leaders thaydcsolve their problems both

academically and otherwise. The respondents algb teat competent teachers are
recruited for their job and as no one can know yherg, they need to recruit competent
people to help them in their job. This is the fertheason that they have teachers, who

are psychologists, or guardian counsellors to kelgents in case of any problem.

The matriculation exams sometimes reflect what ey able to do, which is what the
community examines. | asked him how competent tivecipals and teachers are. The
answer was that when the results are good, it mgnsommunity will be satisfied but

when they are bad, they consider them not to begdbieir job as expected.

However, the respondents identified a few things timpede leadership at schools.
Firstly, the principals cannot alter decisions frahe politicians of the municipal

government, as such they have to adhere to theimchwsnot good. Like the merging of
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the municipalities was not their wish. How are thethools going to look like, this
remains a big question in the principals’ mindse Therging of the municipality may
bring in many more new regulations. The decisimmfrabove cannot be altered which
might not be in accordance with what they may fikethe development of their schools
as leaders but have to adhere to it because tligcipols, not the principals decide on

what has to be done within the municipality.

Secondly, conflict among teachers from differenbjeats renders leading the school
difficulty. Every teacher thinks that his or herbgect is the best in the world and that
makes them to ask for resources, which might n@Jadable. As the principal, you have
to decide which subject needs those things mostrjou take such decisions, the
teachers might not be happy and this strains tha&tiorship among teachers and
principals. Also the respondents said it is hardetm a group of leaders. Every teacher
thinks he or she is a leader, so when you wanaggest something to them, they look at
you as a stupid man. They always want to do thingkeir own way that satisfies them
and not the school. “We as the principals standiHergeneral interest of the students and

it also strains the relationship in schools”, dhiel respondent of school B.

Thirdly, the resources more often than not hinderrelationship among the teachers and
the principals in the schools. The funding that esrfrom the city is not enough for the
school. “What impedes to envisage plans is the ifighdhat comes from the
municipality”, said the principal of school D. Manyincipals complained that the
available capital provided for professional devebtept of the teachers is inadequate.
Affiliated to that they don’t have extra money twehteachers who could replace them
when they go for the in service education or sersithat could last for one week or
more. Some equipments in the school are obsoletelahnlike the computers, they need

to be replaced but there is a lack of futmbuy new ones.

Fourthly, the teachers’ trade union restricts ttagy weachers should work. It was rare to
hear from one respondent who told me that the t¥atlrade union protects the way
teachers have to work in their school. The respondaid, there was somebody in their

school who reported and had the laws with him,gaeson would always come in his
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office and say this was not the right thing fordtears to do, but was the principal’s job.

In other schools teachers do extra work withingbleool hours and when it is weekend,
they have to be paid for the job. The respondestt shid one day schools would become
like industries where the manager adds additicasXs for workers to perform.
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Part Il

5.3 Teachers’ answering to the research questions

Question 1 What is the relationship among thehemcand among the teachers and the

principals?)

5.3.1 Collaboration

A common theme raised by the teachers in the imervwas collaboration.
Collaboratively, teachers and the principals welleparceived to participate in the
common issues of the school. Collaboration wasgpeed by the teachers in terms of
working together in groups and in teams. Therenaaay groups in all the schools. Such
groups are the event planning group, leading greypabus group and management
group among others. The respondents said almosts#me thing in terms of
collaboration. Collaboration was also perceived mgnateachers in encouraging
leadership among teachers though they don’t hawe farmal status but do act
autonomously as independent teachers. The respsnderceived working together in
groups among themselves and sometimes with theipails and the delegation of power
by the principal to the teachers to carry out @ertask. “We in our groups can decide
what we want and the principal together with thet & the staffs accept, too, because it
is our job, they, the other groups have theirs e’ wsaid the respondents of schools B
and D.

Subject teachers also collaborated by having mgefbout their subjects like in biology,
history and geography. These are small learningnuanities created for collaboration.
Two respondents in the individual interview in sehD said, “We always talk about our
subject, what we teach because students can abvegys teachers, we need to know in
order not for the students to be behind or conftidaca focus group interview in school
A, one respondent said, they collaborate in theinjects by sometimes deciding which
textbooks they should use. In another focus gratgryiiew in school D, one respondent

said, “We as English teachers discuss what we teetghch and which textbooks we can
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change if there are new ones which might be béfferachers discuss as equals at all
levels and even with the principals. Also most ocegfents said they always have
seminars with other teachers within the municigaind what they often discuss is
improving teaching of the subjects, new textboaokgheir field and if there is something

new in their field. The conferences are chaireddaghers who are also colleagues.

5.3.2 Consultation and care

Consultation was perceived as an attribute of leshile that helps to maintain the
working relations among the teachers and with thicppals. They talk among
themselves about how they teach a subject eithdreisame subject area or a different.
They exchange ideas and ask each other how tlassed went. Another consultation is a
group of teachers, guardian counsellors, the psggisd and the principal in the school
who allocate time and consult students who facélpms at school. The problems range

from family to learning difficulties. They call upe students and give possible advice.

The respondents mentioned that they do take cateeofpeers and most importantly the
students as part of their work in school. “We talage of our school materials and
students although they are old, their attendanue when they are absent we do find out
why. We do something to help them by counsellingnthto see the school nurse and

guardian counsellor for more assistance if needed.”

In school D, an individual teacher reported alnbst same thing. They also said they
perceive students as human beings whom they needr¢ofor, care among themselves
and have concern for others. Concern here waskatdinpassion and compassion in

exercising leadership in groups, class and nuruainelationship among teachers and the

principals.

The respondent of school A said, “If a leader iledb motivate you, you too must be
good at motivating your peers and students. Youtdwed to put on a stern face to
anyone. The best way is to always motivate everygméhat they can teach, learn and
exercise their duties without problems and livege@ally in the society.” Furthermore, as
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part of care you need to talk about many othemgthepart from teaching among the staffs
and to students. Lots of things go on in theirdias well as in students’ lives and they are
avid to discuss them, such as stress. Studentahaeys tired and unable to do their
homework. In school D, one respondent made memtiamne of those exciting moments

with the students after their trips abroad.

In general, care was not referred only to studentsne’s individual classes but to the
entire school, among teachers, the environment,vatid the principals. Teachers and
principals must demonstrate care in school asgfdlteir role. Yet, they complained that
they do not want to take care of their studentsandng their peers because the students
are almost all mature and teachers are adults. rBiegateachers, they are free and
independent to live the way they want and take ohteemselves. Considering the recent
stabbing in Finnish schools, there is a lot of asston going on in their schools on how
to handle such future problems. Serious discudsambeen going on about the idea of

care.

5.3.3 Trust and honesty

Respondents constantly made reference to trustst wuas seen as an attribute of
professional ethics in their relationship to bdtiede in formal and informal leadership
positions. Trust was equally equated to acceptamok sharing of ideas among staff
members and the principals during coffee breaklamch breaks with confidence in each
other, and it was an essential attribute of thelationship. In the four upper secondary
schools a common issue raised on their experiesme@perception about leadership was
trust. The respondents talked of trust shown byptivecipal and among each other. The
principals actually do trust them as teachers &atl they can do their job well without

supervision. One teacher said, “When | came inie #thool without any teaching

experience, the principal gave me tremendous thasti could do the job well.”

Some teachers said, “In other schools as we haarel e principals move around to see
how and what the teachers are teaching in theiowsirclasses which does not happen
here.” There is trust among teachers, principatstaachers and students and that is why
the principals and students rely on them. Thishes more reason why they are able to
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progress and no one has a bad reputation in tblegos Quitting the job is not evident
except when one goes on retirement and it is alliatrust. That is why teachers remain

in their jobs.

Respondents perceived themselves in their jobs emple who are honest among
themselves. They looked at their relations andstask human beings who need to be
honest to one another to create such an atmosphargood relationship. They said it is
only through honesty in their job that they canrdany other things. When they are
honest to each other, they can be able to engageamingful discussion both with the
principal, students and among themselves. “We hvays engaged in honest dialogue
with each other with new things in our subjects @adsible changes needed without
imposing. These new ideas are sometimes brougbi yomung teachers who constantly
carry out research at the internet to see new dpwednt’, said one respondent from

school C.

5.3.4 Teaching

The teachers’ motto is, “We are here because we lavteach the students.” The
respondents perceive teaching as their main job.ri&jority of the respondents said the
same thing, “Our main responsibility, occupatiord griority is to guard the students’
learning in which they could also learn by themeshby us giving them stimulating
exercises and bring them up to be good citizensdthAer respondent in the individual
interview said, “Students are the most importaeimants in the school. You must be
positive, encouraging and love your subject, fat ik the only way you can motivate the
students.” The respondent considered teaching asrama in which they exercise
leadership and it isne of the most powerful areas where their infleeischighly felt by
students. As part of their role in the school, b#ag remains their main job although

there are challenges in the job.

Question 2) What opportunities do teachers andcypats have for professional

development?
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5.3.5 Training

Respondents constantly mentioned training as pathar professional development
through the various seminars and conferences abnagand national levels and
attending courses at the university. Teachers gfoinseveral training opportunities
within the country and outside the country. At thement when | was carrying out the
interview, two respondents in an individual intewi said they would be going for a
training session in Spain. One has been there deaifiod the cost is totally covered by a
particular organization. Other teachers receivenitig programmes organized by the
board of education and many other organizationgyTdre free but most do not take
place in Jyvaskyld. Sometimes, when these semararsiot organized during summer,

they might not go because it is hard to leave théents for a week or more.

Experience at work

Experience was perceived by the respondents astisioigp¢hat comes as years go by and
one continues in the profession. One respondét ‘$aemember when | came into this

school, |1 never knew how to teach, what to teactd whether students were able to
understand me, but today | know which things | né®day emphasis on and most

important, and | have developed professional dveryears.”

The respondent in school D said there has beem@trdous improvement from the time
she came into the school as a fresh teacher frenuriiversity and now: one who knew
nothing at that time but today knows what areasngegls to actually deal with and how
to work with the colleagues. The experience isrgfite The respondent said she knew
very little as a newly graduated teacher. The eglles also supported the fact saying that

when they compare that time and now, they are fagrgdvanced.

5.3.6  Peer coaching and capacity building

The respondents raised the point of coaching etier o their subject. Although they do
not have heads of departments in any subject,dhewble to coach each other as equals.
In an individual interview, one respondent saidytimteract among themselves, and share

ideas. “I'm an old-fashioned teacher but | like theung teachers’ new ideas about
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teaching. We always sit and discuss issues commasilgolleagues and we encourage
each other in our job.” Common things discusseduatio normal life, new things in
teaching, how to deal with students with learningalility and the merging of the
municipality. They said the merging of the munidifyawas always discussed because
they did not know the future of their job but triemlthink positively about remaining in

the job and who would kthose going to be the principals in their schools.

The respondents perceive capacity building in tpeafession through interconnection
and knowledge sharing as part of professional dgweént. This knowledge is shared
during their formal meetings and informal meetirigat take place during lunch and
coffee breaks. When | visited some schools, | net teachers in the staff room
discussing amicably. Another informant cited anident when she was in a class
teaching, and a colleague came in and asked leav ¢hfngs about a child who had been
facing difficulties, and she said they would hawerieet with her soon after the lesson

and discuss better.

Question 3) What kind of experiences do teachets @mcipals have about decision

making?

5.3.7 Democratic (Decision making)

Respondents spoke of the democratic way that d&sisire made in the schools today. It
is not a matter of an individual saying that tlsighe right way but giving each and every
one the opportunity to give suggestions and votease the need arises. The respondents
in school C mentioned a couple of examples on wteiastall the wireless network in
school. Other respondents considered that whenngmd something either in your
subject group or alone, you write the reasons widy/yaour needs will be met. A glaring
example was the data projectors that they appbedrid it was taken into consideration.
Respondents also base their claim on the voteswgluheir staff meeting where the
majority wins. One teacher in a focus group inwin school D said there is sometimes
no difference between teachers and the principthegs always engage in discussions in
decision making. He suggested that maybe the pahenight need to be more of a

principal and take firm decisions on certain issw#out consulting them. Every time



96

they waste a lot of time in discussing and end apng. The principal would have

preferably made the decision and saved time.

5.3.8 Empowerment

Teachers feel that decision making in school hasemionto their hands such that they
are more involved and can influence the decisioschbol today. The respondents claim
that there are many issues where they do not seesqtinion of the principals such as the
choosing of the textbook, what to teach and howedat students during their lessons. In
schools A and C, the respondents said they are mergh active and have a say in
running the school. They are constantly consulte@ssues concerning the school by the
principal, which renders them to think they shédwe leadership of the school. According
to one respondent in the individual interview “Thest way to lead schools is through
shared leadership and that is how our school isatipg today.” The principal listens and
brings all teachers together in order to develapdbhool as one people. Teachers and
principals mostly share responsibility in managthg school. There are certain issues
that are fully handled by the teachers such as mgattie schedules, deciding on the
textbooks and reviewing applications for the sébacbf new teachers to be interviewed

and it gives them the impression that they are gfatie administration.

Question 4) What kind of leadership changes hakentplace in their school system in

respect to reforms in recent years?

5.3.9 Teamwork

One respondent said, “I perceive leadership byheracto be a group something where
we in different groups meet to discuss ideas amglesknowledge, is like we mind map

before telling the rest of the staff what we hawvealin the general staff meeting.” Many
other respondents said working with other peoplgoimething that they have learned to
do as teachers and during their teamwork they camoate with each other. In one

school the teachers acknowledge that teamworkestamtthe last two years. Before that
time the situation in their school was horribleenms of leadership until all of them had

to do a course in psychology including the printipghile in many other schools, this
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teamwork has long existed and has been working wemcessfully. Prior to the
leadership of the 1980s, there was nothing likenteaerk, this is a recent development in
the Finnish school system. Teachers are very pleadh it. The respondents concord
that their voice is heard in the school today tgfothe teamwork, which has given them
the opportunity to know things that are taking plat the school. This is because during
their meetings, they discuss other things sucthastlucation in general and individual
issues. This has also given them the opportunitgaitaborate as teachers and work
together in performing joint tasks. Sometimes thiagipal pops into one of the teams.
Apart from the teamwork, they also have common ettbjneetings in the school and
within the city.

Teachers feel that they are empowered by takingcéive role in many school issues. In
all the four schools, there are groups of teachvis help the principal make preparations
for the meetings and each group can decide oncphatiissues, but nevertheless they
have to bring those to the floor to explain thathe general staff meeting. These groups
hold meetings to discuss issues concerning thekrgach as planning the events. In such
smaller groups the voice and opinion of every teack more clearly heard than in staff
meetings, which are sometimes rowdy. These grougpiacharge of different issues in
the school.

In these schools there are nine team working grouwgpang different names: the
administrative group among others.

5.3.10 Independence and autonomy of the teachers

The teachers claimed that they have the freedonthér subject areas and are
autonomous. The principals rely on them for theipestise and because they are all
qualified with a high level of teacher educatioheTprincipal does not move around their
classes to see what they are teaching. They awadllto teach the way they feel is best
for them and they can try out new ways without .féarery teacher is independent even
though they might be in the same discipline.
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“I'm motivated today because | feel | can test awn new ways of teaching and no-
body will say this is bad. | give the students aaplexercises and check if they are able
to learn by themselves. We as teachers are reaBpendent nowadays. When | started
teaching around the 1984, teachers were highlyrsigeel by the principals but today,
there is freedom, independence and autonomy ofyaeaicher no matter the age and

experience,” said one respondent.

5.3.11 Extra-curricular activities

Teachers in their responses perceived themselvhavaisg extra tasks to do apart from
teaching which has been the traditional job detonp of teachers. Today it is
emphasized that they should carry out some exsiesthesides teaching. Some of the
chores the respondents considered to be extra vpeoxiding advice to students,
leadership roles in various groups and sports. ®ggondent in a focus group interview
said, “I and my colleague run a group of 30 stuslémnother respondent said, “We also
have almost the same amount of students in ourpgamal we follow up the academic
progress of those students.” One respondent inosohcsaid, “I teach my colleagues
computers which is not part of my work but extral &m not paid and meet the parents
during some special evenings.” These extra aawiire done during the school hours
without any remuneration but when it is after tobbaol hours, anything that teachers do

needs to be paid. Some teachers also want payoresntything that they do at school.

5.3.12 Expertise

A commonly brought up response by the informants that they perceived themselves
as experts in the field. Expertise was equated teem@ganagement, considering what they
think about their decision making in class as etgpbaving the knowledge, who know
what to do. Students and principals are not knogdeblle in their areas of expertise.
While in class, the teacher decides on what is gwoolad and on what to teach. In this
sense, the respondents perceived themselves adindjréhe students in the learning
process. They have the knowledge and qualifica®teachers with a Master’s degree in
the subject area and some knowledge of pedagogyg. i@formant in an individual

interview said, “Because of our expertise, the @pals rely on us. As experts we decide
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on the textbooks we have to use and nobody folgausbehind on how you teach.” In
one group response they said, “We at the end oye¢he decide on the textbooks we will

use for the following year. No-one directs but Wela that as experts in the field.”

5.3.13 Communication

Teachers perceive leadership by teachers to be oarmative. This communication takes
place formally and informally. In formal communiiat, they discuss as colleagues
during their group meetings and informally duringffee and lunch breaks on issues
concerning both the school and the students. Areisisat caused me to ponder was the
lack of departmental heads, because little did évkrnthat there are no heads of
department in the Finnish context, all teachersoar¢he same peer level. In their group
meetings, there is peer coaching, and reflectionsiroproving their pedagogical
knowledge. The respondents also believed that caonmation is a two-way aspect and it
engenders trust. When | asked them to tell me gefcithe activities they normally do,
they said they just talk about things but ther@oghing that they planned for as every
teacher knows what to do. Teachers express treasifteely and knowing that they will
be taken in consideration. One of the examplesti@seacher recruitment where subject
teachers review the applications and sometimesnme@nd certain applicants. One
respondent said all teachers are open to talk ansl the principal, too. One experienced
teacher said, “Although I'm not in the same ageugravith the young teachers in my
subject area, | like and welcome their new ideasrwhve engage in discussion
concerning our subject, | always tell them how e to do things and they tell me what
is new in the subject today. They go to the intealiethe time to get information that is

new and they are very good in that.”

5.3.14 Openness of administration

The respondents recalled their experiences whenbtbeame teachers about fifteen years
ago and during that time only the principal wasoimed in school administration and he
just read the decisions to them. “We as teacheuslitiee say in school administration.
We came to school in the morning, taught and fooundway home after that. There were

few projects we involved ourselves in as colleagoneshool like today.” Things changed
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about nine years ago with a massive change in ¢éesicdhvolvement in school affairs. In
school A, the respondents took an example of thevaion project of their school as
explained above. They give suggestions on what thiexx should be renovated and on
the placement of new equipment. This is a newfeitéhe school as it was relocated from
the old location to another, giving the school wempuses. They have projects meetings
which was not always the case. One respondentideddnstances of how things used to
happen at school without the knowledge of evergherlike when some teachers visited
Russia and Helsinki and when they were asked whesewere going, no one answered,
which is not the case today. Most teachers coutdrean that they are aware of events
taking place in school today. The teachers and phecipals often discuss issues
concerning the schools, such as administration beysvlike during lunch and in staff
rooms. The principals are said to be open todaya #&sacher you can pop into their
offices at any time without any appointment. Earlihe principals were very
bureaucratic, a teacher had to book an appointmeaotder to see a principal, and the

doors were not open as they today.

The principals encourage teachers to go for pradfeakdevelopment, unfortunately there
are no substitute teachers and funding is insefiici They frequently talk with the
principals about the development of the teachedssae where opportunities are open for
them.

5.3.15 Recommendations

The respondents mentioned that they usually givepgsals to their peers and the
principals on what needs to be done. They propusgd to the principals, for example,
the buying of computers and other didactic materiélVe proposed to the principal last
time to buy some new textbooks to add in the lipand he considered our proposals.”
Another respondent in school D said, “The principaks too much, which is not
sometimes good or is maybe because we are a smallTinat is why he thinks of

satisfying everybody, he needs to make certainsaet without seeking for proposals

from us, we talk every time as equals and we fondedther he is a principal.”
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Teachers get involved in dealing with planning arfmidgeting by giving

recommendations on what they think might be goadtii@ school and their subject
among themselves and with the principals. Anotlemmon area where teachers give
recommendations is the timetables. The scheduéegraduced by the principals and vice
principals but the teachers sometimes get involeedjive their proposals. In some
schools the schedule is drafted by a particulangmaf teachers. This task is part of their
management activity in the school as a particutaug among the teams founded in the

schools.

However, the respondents said there are a few ghihgt hinder leadership among

teachers and with the principal at school.

First, there are inadequate resources, “leadetelap extent requires resources”, said the
respondent. All the respondents said there are rfaings that they need to have but
because of inadequate revenue, they cannot beaeéaliThere are no substitute teachers
in this school and that is because the school bagot adequate resources to recruit
them. We needed them so that we could go for imksetraining”, said the respondents
of schools C and D. Sometimes if there are fregnammes organized by the National
Society of Teachers in any field, we are not ablgd because there are no teachers to
replace us except during summer when we are freey Tan have an opportunity to
exploit but since there is no money to hire subtgiteachers, they do miss it. At the same
time, they need to buy the latest equipment inrmfdion Communication Technology
(ICT) that is used in teaching but since the resesiiare not there, they cannot, limiting

them to rely on the old computers and projectoas atways fail them.

Second, the future of the municipality, all thep@sdents expressed their uncertainty
about the Jyvaskyla municipality. The merging ofaadnt municipalities and schools
make their schools and job uncertain. Who is gaanige the principal in their school is a
big question in their minds. How is the leader gdio lead the school? These were a few
questions commonly raised by the informants. Inyrfacus groups the respondents said
among other things, “Sometimes we don’t feel likgaging ourselves in any decisions

making now because we are not sure whether weaewlkin here and continue to follow
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up the decision. Even the principals do not wanbveremphasize on anything now;
maybe they may be transferred to another schowhight not be principals after the
process. These big decisions are not made eithausbgr the principals but by the
politicians,” said the respondents of school A. Tégpondents expressed views about the
future of their job if the municipality would merg8ome cogitated whether they would

be retained in the school or not.

The third factor is time. The respondents’ pera@iabout time is that time is needed for
any good decision to be made with leadership pracdtaking place, which requires
collaboration. Decisions made in haste were refetoeas lack of time to think over other
alternatives, impeding discussion. They also sa&y theed the information beforehand
through email, like the agenda of the meeting st they could think and know what

they hope to discuss.

Issues relating to peers’ failure to manage thiemet and causing friction were for
instance the following: Some other teachers do lete time to be present in the
meetings or to take an active part. When some\ae present, they leave before the end
of the meeting, which antagonizes other teachemgas also said that some teachers do
not deliver exams papers on time and at times dateeo come to invigilate during the
matriculation examination. Such things have beemgmn for long but no clear

consensus has been reached.

Fourth, leadership is too much based on the prahciphe respondents in the two schools
raised the point that the leadership is too mudeth@n the principal. It should have been
more open in issues like budget. They complainat ttiey do not see the budget of the
school and there were many things that if they kttembudget, they could not complain.
One cited an example of the computers being oldidagd, they need new ones but the

principal was not thinking about that at the moment

Another focus group said the principal as the ledelés them as subordinates what to do
but they cannot tell the principal what to do. Aating to the respondent, the principal

has control over them but they do not. One respunsiaid he is the one who recruits
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teachers in all subjects. The respondents of $¢hsaid, “It would have been better for
us in our subjects who master the subject and kninat we need to carry out the
interview instead of the principal and just prest results to the principal for him to
sign as the head.” One respondent in a focus greoglled her experience with the
principal instructing her on how to work to be easgge behaviour, attributable to the fact

that he had been away from school for weeks andhalidknow what was going on in the
school.
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6 Discussion

This chapter discusses how teachers and principadged teacher leadership from the
reduced categories. It will start with what emergedtep 1l (Figure 8, p. 74 and Figure 9,
p. 74) as reduced categories that were analyzddeiprevious chapter and as common
categories from both the principals and the teachewill proceed with some differences
into how they perceived teacher leadership (Fige This discussion links the findings
and the literature that was selected for this stiidhe nature of teacher leadership was to
illuminate the understanding of principals’ andctears’ perception combined with their
experiences about the leadership exercised in thbeools. This part carries the
discussions and it is important in qualitative stud deepen the understanding and to
give authenticity of the study. Patton (2002, p6¥suggests that “as you struggle with
finding the right language to communicate themestepns, processes, keep in mind that
there is no absolute right way of stating what ey@erfrom the analysis. There are no

more and less useful ways of expressing what tteerdaeal.”

6.1 Teamwork

Teamwork emerged as a theme for both the princgadsteachers . Conley and Muncey
(1999) found that in teamwork everyone is a leaderin this study, teachers took up
leadership roles in different situations. One teaclas teaching others how to use
Information Communication Technology (ICT), he tihs expertise and thus was given
the opportunity to lead. Others who had informatmn opportunities for professional

development did that by sharing the ideas withrthelleagues. Lambert (2003) argues
that in teamwork there are dialogues among mendseexperts and as a community who
share the same identity. Through this process,ethernetworking at national and

municipal level. The fact that teachers and prialspalso share the perception that
teachers are experts and as experts they can nmesatbrother, which corresponds with
the way in which Hargreaves, Halasz and Pont (2@®&cribed Finnish teachers as

experts in the field.
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Principals and teachers had a common understandilegdership exercised by teachers.
This was seen in teamwork where teachers colladrdtiring teamwork. Teachers and
principals perceived leadership by teachers inrtteeimwork. Leadership by teachers
was perceived to take place when working togethéheé team, in designing projects for
the school like renovating the school building oh®ol A in their new site, festivals
teams, syllabus, scheduling and planning, professidevelopment and recreation among
others. Muijs and Harris (2006) described this asolective agency where different
teams take different responsibility.

During this teamwork, professional learning commiesitake place. Teachers share their
ideas and envisage the future of the school. Thl#oriof the school is therefore
constantly touched in their groups and during teeegal staff meetings as mentioned in
chapter five.

6.2 Collaboration

Collaboration was seen to be interaction among hexac and principals. With
collaboration, there is constant communicationrédkg and horizontally. At the same
time it is top down and bottom up. Teachers ligiereach other, advise, suggest new
ideas, empower, share information formally and nmially during coffee breaks and
lunch breaks. Teachers collaborated in groups dutte teamwork. Print and Marks
(2006) support this finding that collaboration @sbd on peer control and not hierarchy or
position like in the past. Authority is dispersentahere is trust (Collinson and Cook,
2007) and honesty, supporting one another, whiotiigees the opportunity for teachers to
act freely. Teachers in these schools said theg Ha right of choosing their textbooks,
using different methods of teaching, which Printd aMarks (2006) describe as
experimenting with new pedagogy. They also supplwat collaboration through the
social interaction takes place in the form of raguineetings within the school and
outside in social interactions. Within the schdw tnformants have working groups, and
subject groups and general meetings, and outsidesthool, they have the subject
teachers’ meeting within the municipality of Jyvisk Harris and Muijs (2003b) also
support this finding: during such meetings ideas shared and new knowledge is

generated through peer control, being a tool fange.
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Teachers cooperated and workedether within and outside their school during the
various subject meetings in the municipality. Withihe school, teachers worked with
principals in developing the vision and the goaltled school; taking part in decision
making, sharing opinions and empowering each otlevertheless, schools were said to
remain structured as organizations where you haeperson as the leader. They are
striving towards fluid leadership. Sergiovanni (BP@escribes this type of relationship
among the staff as congeniality. Teachers and ipafs can operate collectively in a
good relation established with trust and loyalty @an converse with each other freely
without fear. A higher level of collaboration angpteachers and among teachers and the
principals constituting respect, shared valuespeaation, dialogue, where professional
culture emerges in school about teaching and legris referred to as collegiality
(Sergiovanni, 2006). The aforementioned elementscrd® the relationship among
teachers and principals in this data. Principald @achers perceived leadership to be
participative, collaborative and their own positi@s teachers and principals but
independent.

What the literature fails to provide, which migh¢ linique to teacher leadership in
Finland, is that teachers are highly educated wilhaster's degree, which is not the case
in many countries in the world. Based on the hggrel of education and professionalism,
it makes their collaboration very professional andhe reason teachers and principals
look at each other as colleagues and no headgaftdeent are to be found. Teachers are
autonomous and independent; hardly do you findtipe of system where there are no
heads of departments. Although the schools haves#ime structure as many other

schools elsewhere, the level of teachers autonsrdifferent, as revealed by this study.

6.3 Empowerment

The respondents perceive teacher leadership asttiomehat empowers teachers.
Principals and teachers fervently argue that teadkadership is empowerment
orientation. Nevertheless, teachers need to bepératent, but collaborating with one
another. The literature about teacher empowermeggests that empowerment among

teachers and principals is the release of powengMy 2005) and not the transfer of
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power. Terry (1999) also argues that empowerngatbig tool for teachers because it
helps teachers decide on their own. Muijs and Hg2006) concord that leaders who
think of empowerment must be ready to relinquisth stmare power with others. Teachers
are empowered to act individually. Hargreaves, staland Pont (2007) cite Mintzberg
(1979) that "operations are based on an autonomersonal decision and professionals
who might follow various protocols and standardg bypically make independent
judgement’ (p. 40). This is what one principal saglwhat is taking place in his school
with the teachers. An example cited in the findiags a teacher who admitted a student
in a class although the student exceeded the axtepimber of absenteeism by school
rules. Gonzales and Linda (2004) say, empowernsemkey to maintain good teachers at
work by relinquishing power to teachers and pagyétion in school affairs. At the same
time, teachers feel motivated and a sense of biglgnghe teachers feel like there is no
boss. Frost and Durrant (2003, p. 176) state “ther@eed to develop schools as
communities in which all members have a voice aedatlowed the space to fulfill their
human potential and exercise leadership.” Thedlitee from Yukl (2002, p. 107)
suggests that empowerment gives the subordinasgoag commitment of the task to,
responsibility, feeling of belonging in an orgartiaa, optimism about their job and a

greater initiative.

6.4 Trust

The findings indicated that both teachers and pais perceived teacher leadership with
personal values of trust, care, empathy, love arksty in building a relationship. With
these personal qualities, it is possible for teexteexercise leadership roles as perceived
by both the principals and teachers in the findirdmrris (2003a) and Northouse (2005)
reveal that for a collaborative culture to prevaila school, there must be trust between
the members. Hargreaves, Halasz and Pont’s (2@0dy sevealed that Finnish teachers
have a high reputation in ‘pedagogical conservatigims is partly because of their level
of education. The collaboration that members stfireis founded on the fact that they
trust each other. In the findings presented ingrevious chapter five, one respondent
recalled how she came into the school without axyegence as a teacher but the

principal had trust in her and other teachers witldmubting what she was doing. If there
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had been doubt, then it would have been hard t@irem the school. Hargreaves et al
(2007) also suggest that the fact that teachergairem their schools for long without

quitting and transfers are all indication of trtlsht exists among the staff and it is partly
embedded in the ethic of the Lutheran religion. e that the teachers and principals of

this data remain at school for years supports Heangs et al (2007) statement.

6.5 Shared decision making

Shared decision making was perceived to be songetieéw. Leadership has shifted from
one person holding the power to be shared withrethdierarchy does not exist in the
Finnish system as the findings indicated to themixthat staff share decision making as
equals. Teachers and principals share decisionmgaiid manage the school. Principals
are now sharing the responsibilities with teachdrge literature supports this by
indicating a shift from management to leadershigv¢@s, 2001). One respondent said
that in the past you were termed a good leadeouf gould management well but today
you are termed a good leader if you can lead welthange has taken place from an
individual leading the school to others participgtand sharing ideas before decisions are
made. Howey (1988); Mayrowetz (2008); Yukl (2002, 326) and Greenlee (2007)
support that leadership is shared in schools toddeir literature also adds that decisions
are made more democratically when teachers shanedpinion with the leader, take an
active participation, engage in meaningful commatan and commitment. The
literature also suggests that leadership has cllarigem strong management to
transformational leadership (Pounder, 2006). Thesfiormational leadership idea here
brings in teachers to take part in leadership ymdelves. Leadership was equated to
position (Spillane, 2005), but the changes thak fgace from 1980 onwards transferred
leadership no longer to lEuated to one person but fluid, emergent and d@eonn,
2000). The reforms in the Finnish schools that tplalce in the 1990s made the principals
to see new leadership ideas that are prevailingheir schools today and highly

demanded.

Teachers and principals perceive that principagsidership style has changed. This
change is described in Owens (2001) as transfoomelti leadership. With the



109

transformational leadership style, followers arecmaged, supported and their needs are

considered. It also gives opportunity for follow&rgerform beyond their expected goal.

6.6 Professional learning communities

According to the results, professional learning namities are present in the study and it
was evident from the various formal and informalcdissions that they hold during coffee
breaks and lunch breaks (Driel, Beijaard and VerJo@001). The collaborative
atmosphere created in the school in the form ahgeserves as an arena where teachers
meet regularly to learn among themselves and ghensonal practice. This was evident
among the subjects’ teachers when discussing dbewturriculum (textbooks) and what
they teach the students at the same level sottiaes not cause harm or discontinuity if
teachers are changed. In order to avoid confusmmhta achieve a common goal, they
decided on what must be taught to the studentson&geacher indicated in the interview,
he welcomes and admires the young teachers’ idéaharlikes them although they are
not of the same age. This collaboration existingmagnteachers and the teachers and the
principal is indicative of professional learningnommunities (Stoll, Bolman, Mcmahon,
Wallace and Thomas, 2006). Almost all principatsteiach, there was only one who told
me he stopped teaching the previous year becaube alual administrative function he
had. The rest do teach about two hours every dayaAnatter of fact, teachers and
principals do interact freely and hence it is hardistinguish teachers from principals on
many occasions. There is no strong hierarchy iddbeFinnish schools.

The literature from professional learning commuasit{Fenell, 2005; Driel et al 2001)
argues that peer coaching, collaboration and legriaikes place in a form of networking.
Murphy (2005) posits that in a professional leagnd@ommunity, there is something that
members share together. He refers to it as a svagestlient and problem solving. Harris
(2003a, p. 231) argues that in a professional iesgroommunity like the one found in

this study, teachers and the principal build a ggEnschool culture that enhances
improvement and effectiveness. Hargreaves et @742p. 8) describe this as “successful
learning communities being places where people frareach other as individuals and

commit to the moral purpose of the organizatiopunsuing.”
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6.7 Support and care

Teachers and principals perceive leadership exatarstheir schools among teachers and
principals to be supportive and caring. Support vedso equated with care. The
respondents said that after the two shootings mtakd, there has been an emphasis on
how they should incorporate support and care iir therk. According to the principal of
school A, many families have problems with divorseme parents are not working, so
they do not give their children money, many studetitink of working, some are
overstressed with their personal lives. To findiiohs, teachers and principals as part of
their work was to openly talk to such students aochetimes advise them to go to the
rehabilitation centre. The literature suggests tiegichers and principals do act like
servant leaders (Murphy, 2005; Fullan, 2002; Nogglir2005; Greeleaf, 1977). Teachers
and principals do teach but as principals havetewrs, they commonly discuss students
with learning disabilities and possibilities of piglg them as teachers and as principals at
the same time. Some respondents in the focus grdapview said that although their

students are mature, they still show some conaerthéir wellbeing.

6.8 Using situational leadership model to add to th e above
discussion

As presented in chapter 3, the situational leadensiodel seems to explain the way the
principals and teachers operate in Finland as etiusi Ohio state high school. As the
principals know that their duty is to manage thieosts and lead at the same time, they
consider that they work with people. The model fag quadrants (figure 3, p. 34).
Quadrants S4 and S3 suit teachers and principalsaabers do take an active role in
decision making, collaborate and are confident altbemselves. The confidence was
two sided, the principals have confidence in teexlaad teachers also have confidence
among themselves and in the principals. In thesequadrants the teachers are able and
confident; they can direct and participate in tlesision making of the school. They
support each other at work and this is done dutteyy group work where they share

ideas.
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The relationship among teachers and principalsigh, they are said to engage in a
multifaceted communication of listening, facilitasupport and provide socio- emotional
support. At the same time in the four schools,tdaehers are very ready and have the
ability to act on their own. This is because they @nsidered to be skilful, and have the
knowledge needed for their work. With that theyndake decisions on their own and are

autonomous without heads of department unlike inynwdher contexts.

Quadrants Sland S2 (figure 3, p. 34) show the foleaelership which was autocratic. In
the analysis above one principal said the timepassed for autocratic leadership which
implies that they are at a higher level of demacratadership as was perceived by both
teachers and principals using different wordsldo &hows a shift in leadership from an
individual to a group but when the followers are nature, leaders could switch to the
S1 and S2 depending on the situation. Leadershdptermined by relationship, structure

and power that are vested on the principals archéza.

A few differences arise in the way teachers pepxithemselves as leaders which was
not the same way principals view them. Below ames®f the perceptual differences
concerning leadership as thought by teachers.

From the analysis in chapter 5, teachers percehemaselves as non leaders because they
do not possess any formal authority in school issage compared to principals. This is
because they do not have any formal leadershigigposn school and according to most
of the teachers, they perceived themselves asdeaemd not leaders (Bennett, Wise,
Woods, and Harvey, 2003). “The leadership of tlisosl is only between the principal
and the vice,” said one respondent. On the othed pancipals see teachers as mediators
in school. They are those who are in charge oflodil and know their students so well.

They are the link between the school and the adtnation.

Moreover, teachers perceived that school leadeishiased on the principals such that
they have little to contribute because the prinsipeave the final decisions in almost all
issues (Frost and Durrant, 2003, p. 184). A goathince was the teachers’ recruitment

where the subject teachers review the applicatites fout the principal does the
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interview, who they think does not master the sttbjeor teachers if the principals’ view
them as leaders then they could do everything asidpresent the applicant recruited to
him or her. The literature supports this by saytingt teacher leadership is just in words
and not in action. The organizational structurespnés one person as the leader where the
principal represents the school as the only forleatler (Murphy, 2005, p. 98; Harris,
2003a). The respondent doubts their position adelsain such a case. If they were
leaders then they could also have a formal leagensbsition like principals. Their
perception here is that they perceive themselvdsahers under one leader who is the
principal. Contrary to this, the principals thirtkat leaders like teachers are hard to lead

because they are experts.

Furthermore, the teachers are perceived by prilxcif|ma be more interested in their
subjects, “every teacher feels that his or herexibg the most important in the school”
whereas they pose to look at the general intefést.principals perceive that teachers are
more concerned with their subject like making dedsafor what is needed only for their
subjects. They ask questions mostly in regard #r tdiscipline and not concerning
general interest, which does not make a good led@dmording to teacher respondents,
students’ inadequate performances are attributethém, so they try to protect the
interest of their subjects, which leads them tatfigr self interest in the school, although

they share a common interest.

The change that took place in the 1990s affectédl the principals and the teachers. As a
new obligation for principals’ selection or appai@nt, one of their requirements was to
do leadership courses at the university (Varri Afava, 2005). These new requirements
broaden the principals’ scope on how to deal withman beings and teachers in

particular. This reform actually shaped the ideaafaboration in Finnish schools and

from then, many schools in Finland talk of colledteyn, autonomy of teachers,

municipalities and professional development. Ire athool, the teachers and the
principal took a course in psychology to help thieecause the situation at school was
very bad (Chapter 5).
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Nevertheless, teachers are not yet comfortable thiir situation in school because the
school still remains the structure like it has ale&een. The principal remains the only
recognized leader of the school (Bennett, Wise, #8@nd Harvey, 2003). He or she has
the power to recruit teachers and the many otladfristthe school. This still stands as an
impediment to teacher leadership according to soespondents’ perceptions, also
reflected in the literature from Murphy (2005) andrris (2003a).

Furthermore, the principal needs to set the leaddiaborating and creating a climate
that nurtures collaboration in school. If he does set the pace, many others might not
follow. The teachers do not have any position efrtbwn where an individual could take

the lead like the principal.
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7 Validity of the research

Gall, Gall and Borg (2003, p. 462) argue that thaicdty and reliability of the

interpretative paradigm is problematic if everye@sher arrives at his own reality. The
researcher becomes the central focus of the catstamd no knowledge has authority
over the other. In considering this, many reseascltame to a conclusion that the
reliability and validity do not apply for case sies| rather they apply authenticity,

plausibility, credibility and relevance.

Patton (2002, p. 93) argues that the credibilitghaf qualitative method depends on the
rigorous methods that are used in carrying outrésearch, such as how credible the
researcher is and on the philosophical valuesefrtquiry. In this study, the knowledge
of experts in the field of educational leadershipswised to avoid inconsistency, to
reduce bias and to be able to carry out the relsearthis context in a trustworthy way.
My supervisors gave me their suggestions duringviddal meetings and debriefings,
and during seminar presentations | received cetifijam my peers (Cohen, Manion and
Morrison, 2007) and lecturers. The interview quewi were designed and carefully
checked to see they suited my interest, literatare] context and to ensure a rich
collection of the data from the fieldwork in thelfi of educational leadership and teacher
leadership from both the principals’ and teacheey'spectives. My supervisors saw the
data in the rough draft that had been transcribednsure that they accorded with my
interest. Patton (2002, p. 401) suggests that “gomieason for actively intended
evaluation users in methods decisions is to de#l wade-off threats to data quality

before data are collected.”

Patton (2002, p. 93) adds that “you try to make laiages explicit, take steps to mitigate
their influence through rigorous field procedurasd discuss their possible influence in
reporting findings.” Yin (1994, p. 98) argues thia reliability in a case study is a chain
of evidence, from research questions to the coimiusr from conclusion to research
question that allows the external observer to folithe steps taken to give enough
evidence like in court so that no evidence is lmstbiased. Yin (1994, p. 98) states

further, “A case study will also have addressed thethodological problem of
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determining constructs’ validity, thereby increasithe overall quality of the case.”
Cohen, Manion and Morrison (2007, p. 149) concdvat the degree of accuracy and
comprehensiveness in the qualitative method rerttiergeliability of the study. | took all
the steps as to mitigate biases and a rich dalectioh (Paton, 2002) which are presented
in figures 6, 7, 8, 9 and 10.

The facts that the principals had trust in my redediaisons indicate that their
information is trustworthy and authentic. As in maasearch protocols, no authorization

was required from me. This adds significant crditiybtio the study.
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8 Conclusion

In this qualitative case study of four upper see@pdschools in Jyvaskyld, Finland,

teacher leadership’s characteristics were idedtiffeom teachers’ and principals’

perceptions and experiences. The research questieres 1) What is the relationship

among teachers and teachers and the principal¥?ha) opportunities do teachers and
principals have for professional development? 3)aWind of experiences do teachers
and principals have about decision making? 4) Wirads of leadership changes have
taken place in the Finnish school system in resfzeceforms in the recent years? The
interview questions for both the principals and tieachers can be found at the
appendices B and D below. There were three focaspgimterview with the teachers,

four individual interviews with teachers who wera able to participate in a focus group
interview and four individual interviews with theipcipals (Schools A: 4 females and 1
male; B 2 females and 1 male; C 3 females and &,maald D 2 females and 1 male and
all principals were males)The data was collected by semi-structured intersiew
Although the data was limited to teachers and pais, the interview questions were
structured in a way that made the data very rich @msistent to reflect the value of the

topic.

The findings indicated that there is a shift in foer Finnish schools from positional
leadership to fluid, teamwork, collaborative andeegent leadership that is spread across
teachers. This was evident from teachers’ and jpat& perspective, which described
the leadership as collaborative, supportive, tngstiparticipatory, democratic decision
making, empowering, shared management and profedsiearning communities as

discussed in chapters five and six.

Findings revealed that leadership performed byhe@cin these schools was formal and
informal. Authority is not feared, and sometimesrthis no distinction between teachers,
support staff and principals. These four Finnishosts with the embedded culture of
collaboration and trust among others can be temsegarofessional learning communities.
Leadership by teachers was evident in their pradasseveryday practice with no formal

leadership process but strongly facilitated by disbools’ culture, and they have the
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capacity to lead students’ learning, influence amodrk collaboratively for school

development. This collaborative practice of workiogether as colleagues is described
as collegiality and congeniality by Sergiovanni@8) Teachers have the opportunity to
lead, which is supported by the principal, and ievident in these schools. This was not
the case prior to the reforms that took place e XB90s. Teachers were not given such

opportunities to take leadership roles.

In my definition of the concept of teacher leadgrglp. 42), collaboration, professional
development, active participation in decision mgkiemergent and fluid could be found

in this study as perceived by the teachers anaipats.

The literature of professional practice suggestat tthere is a shift in teachers’
professional practice of working in isolation. Tieachers claim to be sharing ideas and
good practical experience which is more of profasai development and communities of
learners. The literature also suggests that prat€ipre more of transformational leaders
who empower and recognize that many others havedhential to lead. Teachers are
engaged in decision making, collaborate and take aative role in curriculum
development. Principals do recognize that the re¢an their school system have made it
possible for teachers to work independently bubgee interdependence to develop the
school. Collaborative work is always witnessed nigirihe subject meetings, teamwork,
and different group work. Shared responsibilityates a positive learning school culture
(Greenlee, 2007).

Teachers are researchers always taking a riskytoew ideas, mentors, and reflective
practitioners. This was well evident in this stuatyd supported by the literature (Harris,
2003a). Teachers and principals perceive profeskidevelopment as being imperative
for teachers as they gain skills and learn newgthetbout their subjects and matriculation
examination. Nevertheless, this was inadequatglp@tied by the system and the reasons
were beyond their control. The municipality prosdew resources for the professional

development of the teachers.
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Empowerment was perceived as a means of sharingrgof@rmally as a leadership role
to teachers without formal authorities. The meetiagd various teamwork gave teachers
the opportunity to freely lead and provide motievisich are proposed to the principal.
Every teacher is also considered to be an expérbanause of their level of education,
there is trust and hence little interference inrthefessional work. They are autonomous
to make decisions concerning their subject, toensva@pplications and propose anything

they feel to the principal either individually or & group by writing groundings for it.

Leadership by teachers is perceived to be hindeyetthe organizational structure of the
school. The teachers’ trade union also hinderseleship by teachers as perceived by the
principals. It was highly supported by evidencenfrahe literature (Harris, 2003a;
Murphy, 2005) and findings of this study.

Teachers and principals have different perceptabaut teacher leadership: 1) Teachers
consider themselves as non leaders because théy ltore any formal leadership
position like the principals, 2) Teachers perceitled leadership is too based on the
principals, 3) Principals perceived that teacheesrmt interested in leadership, they are
more concerned with their subjects, and 4) Theaitmgiof the principals that took place in

the 1990s shaped the way principals perceived tshifieexercised by teachers.

Teachers’ and principals’ differing perceptions c@ming teacher leadership summarized

above are visualized in figure 11, on page 119.



Principals’ answers

Teachers’ answers

Question 1
Collaboration Collaboration
Support Consultation and care
Empowerment Trust and honesty
Trust Teaching

Question 2 Mentoring and coaching Training
Networking and sharing | Peer coaching and
personal information capacity building
Short courses while at
service

Question 3 Participation Democratic decision

making

Question 4 Leading Teamwork

Teamwork Independence and

Shared management
Planning and organizing
Competent and high
expectation

autonomy of teachers
Extra-curricular activities
Expertise
Communication
Openness of
administration
Recommendation

Figure 11 Main research questions and answers froithe teachers’ and principals’

119
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9 Recommendations

The recommendations concern two lines of actiorhaaning teacher leadership and
further studies.

Teacher leadership could be enhanced by providmgugh resources for teachers’
professional development and in-service trainingtéachers and principals with more
than five years teaching experience to allow thema for professional training to renew
their knowledge of their field. Such professionavelopment programmes would
enhance teachers and principals to improve thaitdeship practice at school.

Teacher leadership should be studied in relatisttmol improvement and effectiveness
as it has a significant effect on school improvema@rnarge sample of teacher leadership
in a form of a qualitative study should be carrad including all levels and not only

upper secondary schools in Jyvaskyla, to gain telbenhderstanding of the phenomenon.

The municipal education managers (superintendeotdl be included in the study.

Another study should be carried out on the gendsriloution of principals in Finland.

Why is it that women occupy 65% of teacher posgidmt there are very few female
principals? Even The “glass ceiling theory” (Nonilse, p. 269) may be supported by the
fact that in this research there were many femalethe interview but no one was a

principal.

A longitudinal study on teacher leadership couldcheried out with new cohorts of
teacher students who enrol into the universityfind out if their programme has an

influence on their perceptions on teacher leadprshi

A national study could be carried out to be ablddtermine the type of leadership found
in Finnish schools. At the national level the imiation will be rich and render more

insights into teacher leadership in Finland.
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Appendix A : Cover letter for the teachers

Good day and welcome to this interview sessiomigrresearch. Thank you for taking
off your precious time. | arhlgaajieh Ransome Nnane, a student at the University of
Jyvaskyla, studying at the Institute of Educatidoeddership. This research is to help me
go through my studies for a master’s degree tregiled ‘The principals’ and teachers’
conception on teacher leadership’ in Finland, csie&lies of four upper secondary
schools in Jyvaskyla municipality. The purposehis interview is to understand how you
work in school with your colleagues and the priatighe interview will focus on your
work in school. The information will be used comdidially and anonymous. | am more
interested in knowing about certain issues in yschiool such as collaboration with
teachers and the principal, pedagogy and managewhéiné school, decision making in
school, issues that hinder decision making, traderufactors that favour good working

conditions for teachers.
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Appendix B: Interview questions for the teachers

1)

2)
3)
4)
5)
6)

7
8)
9)

Can you tell me about yourself(ves) (age, professgender, how many years of
experience as a teacher)?

Describe your perception about leadership in schondlas a teacher.

How is leadership exercised in this school?

What are your major responsibilities as teachers?

Describe your activity as a teacher outside thesctaom.

Can you tell me about your experiences as a member group engaged in
participating in decision making in issues like ragament, pedagogy, teachers’
recruitment?

Tell me how successful decisions are made in ychwoa?

Tell me your experiences when decision making loa$een successful.

What are some of the factors that help/hinder ywartive at decision making

easily?

10)How are teachers who are not holding a formal leskde position (department

heads) involved in leadership, can you give me gtes?

11)Have you noticed any changes in leadership sinaelyeing in this school?

12)Describe your relation with the teachers and thecypal in your school.

13)Can you tell me how the principal works with youdlividually and when you are

a part of a group of teachers.

14)Describe your experiences on how teachers devetofegsionally, and the

opportunities for such professional developmeng@mmmes?

15)Do you have any additional comment?

Thanks for taking part in this interview and foruyavaluable contribution
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Appendix C: Cover letter for the principals
Good day and welcome to this interview sessiomigrresearch. Thank you for taking

off your precious time. | arhlgaajieh Ransome Nnane, a student at the University of
Jyvaskyla, studying at the Institute of Educatidoeddership. This research is to help me
go through my studies for a master’s degree trevsiied The principals’ and teachers’
conception on teacher leadership in Finland, caslies of four upper secondary schools
in Jyvaskyla municipality. The purpose of this mtew is to understand how you work
in school with your colleagues and the principdieTinterview will focus on your work
in school. The information will be used confidetijiaand anonymous. | am more
interested in knowing about certain issues in yschiool such as collaboration with
teachers and the principal, pedagogy and managewhéiné school, decision making in
school, issues that hinder decision making, traderufactors that favour good working

conditions for teachers.
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Appendix D: Interview questions for the principals

1)

2)
3)
4)
5)
6)

7
8)
9)

Can you tell me about yourself(ves) (age, professgender, how many years of
experience as a teacher)?

Describe your perception about leadership in schodlthat of teachers.

How is leadership exercised in this school?

What are your major responsibilities as a prinépal

Describe your activity as a principal outside tlffece.

Can you tell me about your experiences as when gogaged teachers to
participating in decision making in issues like ragament, pedagogy, teachers’
recruitment?

Tell me how successful decisions are made in ychod.

Tell me your experiences when decision making la$een successful.

What are the aspects that help/hinder you to aaivtecision making easily?

10)How are teachers who are not holding a formal lesde position (department

heads) involved in leadership, can you give me gtes?

11)Have you noticed any changes in leadership sinaelyeing in this school?

12)Describe your relation with the teachers in yourosd.

13)Can you tell me how you work with teachers indiatly and when they are in a

group?

14)Describe your experiences on how teachers devetofegsionally, and the

opportunities for such professional developmeng@mmes?

15)Do you have any other comment or something to add?

Thanks for taking part in this interview and foruyaaluable contribution.



